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ABSTRACT
This study was designed to test the hypothesis that 
academic deficiency (underachieving) in some adolescent males 
who have adequate intellectual resources is a function of an 
impairment of their ego structures, specifically, identity 
diffusion, as posited by Erik H, Erikson.
The study was based on a clinical model, in that a total 
of 20 detailed case studies composed of ten underachievers and 
ten controls were drawn from a typical high school population. 
The case studies included verbatim individual psychological 
test protocols, group test data, and clinical interviews with 
the subject and both of his parents.
A rating scale was derived from Erikson's crisis stage 
model of ego developnœnt with which to operationally define 
identity diffusion and order the clinical information. It is 
known that behavioral manifestations of dynamic psychological 
relationships can be quite different across subjects. It was 
felt that a global, clinical approach was the best way to deal 
with this factor. This global approach, combined with the 
Erikson-based rating scale, proved a viable technique.
Three experienced psychologists were asked to judge each 
of the case studies on this rating scale. These scaled judg­
ments were consolidated and compared initially with the Mann- 
Whitney U Test and, later, with an Analysis of Variance,
On the basis of both of these procedures, it was signifi­
cantly demonstrated (>,001 via both the Mann-Whitney and the 
AOV) that academic deficiency is related to ego impairment.
Several secondary hypotheses were explored which did not 
prove significant. These tested the relationship of parental 
education, birth order, and family mobility. Separation from 
father, particularly before the age of four, and the experi­
ence of parent surrogates were factors found more frequently 
among the underachievers than the controls.
This study also demonstrated that ego impairment and 
academic deficiency are a function of the identity-distorting 
influences of neurotic family interaction.
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INTRODUCTION
This study was prompted by the number of adolescents with 
learning difficulties who were referred to a psychiatric clinic 
in which the author was the psychologist. These adolescents, with 
adequate intellectual resources and no significant overt psychi­
atric pathology, presented a very frustrating dilemma to their 
parents, their teachers, to our clinical team, and to themselves. 
Their problems could not readily be circumscribed as specific 
learning deficits, i.e., reading, math, etc., though such 
deficits were often involved.
These youngsters have been called "underachievers" (Komrich, 
1965) , since they present a generalized academic deficiency mani­
fested by a chronically poor school performance record, even though 
they consistently demonstrate adequate potential in a variety of 
psychological measurements (WISC, CTMM, Otis, and others). Under­
achievers pose a more serious diagnostic and treatment problem 
than is often realized. Ihere is a need for systematic research 
on the nature and etiology of the underachieving symptom, so that 
appropriate educational and/or psychotherapeutic techniques can be 
devised, tested and applied. They seem to be personable youngsters 
and present themselves verbally and socially to teachers, parents, 
and therapists in such a fashion that they give the general impres­
sion of having adequate resources and the potential to benefit from 
help. Such a self-presentation tends to motivate others to help 
the underachiever. When the underachiever does not or cannot
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respond to the well-intentioned, sometimes Gargantuan efforts of
others, the helpers respond with frustration, rejection, and often,
in the case of parents and teachers, rage.
These acute reactions notwithstanding, the tragedy is the
apparently crippled, self-limiting, even subtly self-destructive
adolescent who for some reason cannot utilize his resources for
appropriate growth and development.
In our clinic, learning difficulty was the most frequent child
referral problem, and the vast majority of those referrals were
preadolescent and adolescent boys. This pattern was not unique to
our setting (Hall, 1966). Dr. I. D. Harris (1966), in a study done
at the Institute of Juvenile Research in Chicago, writes:
From this opportunity to view a number of children with 
learning problems, [this clinician] has been provided 
with two impressive statistics. First, that difficulty 
in learning was the most commonly encountered symptom 
in this clinic, which sees almost one thousand children 
a year; second, that this symptom occurred almost seven 
times more frequently in boys than in girls (pp. 2-3).
Chronic underachieving is so widespread and generally considered 
a function of emotional factors that, as noted above, it is often 
considered a symptom of emotional disturbance (Harris, 1966; 
Grunebaum, 1962). It is the purpose of this research to study 
that symptom. This research does not deal directly with whether 
the underachiever is emotionally disturbed, but rather it posits 
that the kind of disturbance manifest in the underachieving symp­
tom is an impairment of the ego, specifically identity diffusion.
Many writers (de Hirsch, 1963; Hall, 1966; Sperry et al, 1958), 
particularly those that are psychoanalytically oriented, discuss
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"ego impairment" as the primary malfunction in underachieving.
There is little controlled research to support this premise gen­
erally accepted by practicing clinicians. The main purpose of 
this study is to provide a systematic demonstration of the rela­
tionship between identity diffusion, a form of ego impairment, 
and academic deficiency.
The research model for this study is a clinical one in which 
detailed case studies were presented to experienced clinical judges. 
The clinicians were given a rating scale with which to judge each 
case unit so that their judgments could be systematically compared. 
The theory of ego development as presented by Erikson (1959) is 
utilized as the unifying frame of reference for this research. The 
rating scale noted above is derived directly from his conceptuali­
zation of "phase-specific psychosocial crises," that occur in the 
evolution of personality from infancy to mature age. Erikson's
theory is discussed in detail in Chapter III.
The term "identity diffusion," used in this context comes from 
Erikson (pp. 88-94). He notes that individuals develop various 
forms of maladaptive behavior as a function of inadequate resolution 
of the major conflicts or crises that accompany the eight biological 
and emotional stages of development that the personality evolves 
through from infancy to adulthood and maturity. The crisis that 
must be resolved at the fifth stage of development, or the task of 
adolescence, is to achieve an adequate ego identity. An adequate
ego identity is the necessary prerequisite to achieving the inde­
pendence and emotional freedom necessary to healthy adulthood and
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maturity. If an adequate ego identity is not achieved, various 
degrees of identity diffusion result. The psychological struggles 
which result from an identity diffusion are seen in the various 
defenses or maladaptive behavior that the ego must utilize to 
sustain some degree of integrity, even if that adaptation is self- 
limiting or unhealthy. Erikson refers to this as "a sense of 
health" versus a "sense of not being well" (p. 56), that is, 
"health" versus "ill-health." Viewing health and ill-health on a
continuum, Erikson posits that the healthy ego is a function of the
degree of ego identity achieved and is manifested by continuing ego 
development and adaptive behavior. Ill-health is manifested by 
varying degrees of identity diffusion and is reflected in various 
forms of maladaptive behavior, e.g., academic deficiency.
Though other writers have not integrated the concept of iden­
tity into an overall theory of ego development as thoroughly as
Erikson, many have posited that academic deficiency in adolescence 
is related to identity problems (Grunebaum, 1962; Heilbrun, 1965; 
Shaw & White, 1965). These can readily be incorporated under 
Erikson*s term "identity diffusion."
In our clinic, before this study was undertaken, the follow­
ing preliminary observation was made: In a number of cases of
academic deficiency it was noted that the parents of the sex oppo­
site that of the adolescent referred had achieved academic superi­
ority over the parent of the same sex. In our evaluation of these 
children, part of the problem seemed to be the adolescent's ina­
bility to resolve his identification difficulty with these
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divergent parents, and he was therefore unable to achieve an 
adequate, appropriate identity or self-concept. Empirically some 
of the dynamic relationships seemed to operate in the following 
fashion: It is assumed that a young male evolves much of his
self-concept through identification with his father. In certain 
instances it may be difficult to become a man (i.e., like father 
who is not academically proficient) and also be like mother 
(i.e., academically proficient). The self image becomes distorted, 
the adolescent manifests identity diffusion, and ego identity is 
weakened. The ego is impaired. This formulation is an hypothesis 
to account for the observed behavior.
The bulk of the clinical literature related to academic defi­
ciency is empirical. It represents the sophisticated, clinical 
intuition, derived from the treatment experiences and observations 
of such authorities on adolescents as Bios (1941, 1962), Pearson 
(1954), Derek Miller (1964), Harris (1966), and A. Freud (1958).
The author therefore decided to take a systematic look at the 
relationship between identity diffusion, a form of ego impairment, 
and academic deficiency.
THE CLINICAL MODEL
Since this study arose from a concern with the task of treat­
ing adolescents, it was felt that the results could be more meaning­
fully applied if they were derived from a clinical setting. It was 
also felt that the state of knowledge and the lack of precision of
the psychological instruments available justify a more global 
clinical approach.
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Personality is viewed as the product of the dynamic inter­
action of an individual's total experiences - biological, cul­
tural, social, inter- and intrapersonal. Sometimes when the effort 
to understand personality functioning is fractionated or too de­
lineated, the effects of the dynamic relationships are lost or, 
at best, obscured.
For example, some research on the Rorschach focuses on the 
number of responses in various categories such as the number of M 
(human movement), FM (animal movement), F (form), W or D (area) 
responses. Any human movement response must be scored an M. How­
ever, the value and meaning of that M is dependent upon its con­
text, the details with which it is perceived, the fantasy that may 
or may not be projected with it and whether or not it is appropri­
ately integrated with other aspects of the stimuli. Therefore, 
when Rorschach scores are fractionated, several M's (or W's or 
FM's) must be given essentially the same value, even though their 
individual values, within the context of the sanA Rorschach or 
across several Rorschachs, can be vastly different. This is 
essentially true of the interpretation of any Rorschach score 
element and of any other procedure subject to the projective hypo­
thesis (Rapaport, 1946). The same is true of all contributions to 
the clinical diagnostic process —  clinical interviews and psycho­
logical tests.
Our conception of the role of clinical testing is similar to 
that described by Rapaport in his book, Diagnostic Psychological 
Testing;
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The aim was not to attribute to a person a percentile rank 
in the population or any other numerical measure allegedly 
representative of him. The aim was rather to understand 
the individual: to give him a chance to express himself
in a sufficient number and variety of controlled situa­
tions, the nature of which has been well enough explored 
to enable the psychologist to infer, out of the subject's 
reactions, the gross outlines of his personality makeup 
(p. 10).
The clinical model or case study approach in which detailed 
clinical data are organized and presented for global clinical judg­
ments is certainly not unique to Rapaport or daily clinical prac­
tice. Rohrer and Edmonson made extensive use of the model as re­
ported in their book. The Eighth Generation: Cultures and Person­
alities of New Orleans Negroes (1960). Komhauser utilized the tech­
nique in studying the mental health of industrial workers (1965). He 
also used a rating scale to integrate and compare the judgments of a 
number of clinicians. These are applications to research in social 
and industrial psychology. Bios (1962), Harris (1966), Kimball 
(1953) and de Hirsch (1963) represent just four of many publications 
in the literature using a clinical approach to learning problems.
The critical factor in this approach is the selection of the clin­
icians as the judges of the data. They must necessarily be well- 
trained, experienced people. Strupp (1955) demonstrated that the 
more experience the clinicians had, the more likely they were to 
form similar judgments from case study data, demonstrating that 
reliability of judgment within and across cases is quite possible.
THE FOCUS ON ADOLESCENTS 
Apart from the frequency of adolescent referrals for learning
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problems, there are imperative reasons for the study of the prob­
lems of this phase of development. The greater frequency of 
adolescent referrals and the predominance of papers on the under­
achieving adolescent seems to be a function of several factors;
(1) The threat to social and economic success becomes more acute 
as the hopeful rationalization that "Johnny will grow out of it," 
becomes less and less tenable as the youngster approaches adulthood,
(2) The adolescent moves into that phase of life where the way 
schools are organized, the demand for more independent function­
ing, and the beginning of a more interpersonal, heterosexual phase 
of growth tends to exacerbate intrapersonal weaknesses.
(3) The resurgence of earlier unresolved psychosexual conflicts 
which may have been repressed through latency, now begin to 
generate more stress intrapersonally, socially, and within the 
adolescent's family.
In some respects, the treatment of adolescents, particularly
those with learning problems, has a "last ditch stand" quality
about it. Dr. Derek Miller, head of Tavistock's Adolescent Unit,
notes in the preface of his book. Growth to Freedom (1964):
Our society is so constructed that in effect adolescence 
provides a last chance for self-realization. If this is 
lost, it is difficult, if not impossible, either to find 
new opportunities or, even if they are found, for human 
beings to be sufficiently plastic to make them. This is 
particularly pertinent for the maladjusted adolescent; it 
almost appears with some people, that if help is not given 
during adolescence, its application thereafter becomes 
fruitless (p. ix).
Other writers feel that since adolescence is a period of change and
plasticity it is a most advantageous point at which to intervene
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therapeutically to help the change take place in the desired direc­
tion, If internal conflicts and self-limiting defenses are not 
resolved at this point, they may become fixated and permanent mal­
adaptive defense mechanisms may result. As Blanchard (1944) notes;
— in spite of the impetus toward normal personality 
development, there may be less desirable outcomes for 
adolescent personality conflicts. There is the possi­
bility of the adolescent's renouncing the drives toward 
more mature emotional satisfaction with such personality 
losses as damage to the capacity for flexible adjust­
ments to reality. There are also the possibilities of 
Such outcomes of adolescent experience as delinquency, 
neurosis, psychosis, or even suicide (p. 710),
Fenichel (1945) presents a similar concept that describes adoles­
cence as a period of change in which some aspects of the person­
ality may become crystallized;
Experience in puberty may solve conflicts or shift con­
flicts into a final direction; moreover, they may give 
older and oscillating constellations a final and defini­
tive form (p, 113),
DEFINITION OF MAJOR TERIS
The following definitions will be the operational concepts 
for this research;
Adolescent ; Generally the term adolescence refers to the period 
during which the growing person makes the transition from childhood 
to adulthood (Jersild, 1961), Specifically for the purpose of this 
study, the adolescent subject is a male student not younger than 
14 years of age nor older than 15 years and 11 months.
Underachiever (UA): An experimental subject. An adolescent who
demonstrates average to above average intellectual resources and
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whose school records show a consistent grade point average below 
that which might reasonably be expected from his measured intel­
ligence. The objective judgment of potential is supplemented by 
anecdotal information from previous teachers, which is noted in 
his school record and by the opinions of current teachers. Other 
criteria for the selection of these subjects were as follows:
(1) There should be no previous history of major illness, trauma 
or psychiatric treatment. (2) He must have been in his present 
school at least one and a half academic years to allow for experi­
ence with a number of teachers and school subjects and to acquire 
sufficient grades in a single school so that they might be real­
istically compared with controls from the same setting. See 
"Selection of Subjects," Chapter IV, for specific details on the 
selection of underachievers.
Achiever (A): A control subject. An adolescent whose records demon­
strate average to above average intellectual resources and academic 
performance that is adequate for his age, grade, and measured intel­
ligence, This objective judgment of potential is supplemented by 
anecdotal information from previous teachers, which are noted in 
his school record, and by the opinions of current teachers. He 
must have been in his school at least one and a half academic years 
to allow for experience with a number of teachers and school sub­
jects and to accumulate sufficient grades in a single school so that 
they might be realistically compared with the experimental group 
from the same setting. See "Selection of Subjects," Chapter IV for 
specific details on the selection of Achiever, control group subjects.
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Ego; In his book. The Quest for Identity, Wheelis (1958) gives
the following summary definition:
The executive department of the personality is known 
as the ego. It is a cohesive and more or less inte­
grated group of functions; it is the locus of perception, 
evaluation, anticipation and decision; it is largely, 
but not altogether, conscious. Impelled by basic needs 
and heedful of the strictures of conscience, it is the 
function of the ego to remain in touch with reality, to 
take note of changing conditions, to seek opportunities 
for gratification and security and to initiate change in 
order to facilitate gratification and security (p. 97).
Ego-Identity: The conscious feeling of a "personal identity" - a
realistic, adequate self-concept built on the successful integra­
tion of the stages or crises that are coincident with psycho- 
physiological development. As described by Erikson (1959):
Ego-identity . . .  in its subjective aspect is the 
awareness of the fact that there is a se If-sameness and 
continuity to the ego's synthesizing methods and that 
these methods are effective in safeguarding the sameness 
and continuity of one's meaning for others (p. 23),
The emerging ego-identity (of the adolescent) bridges the 
early childhood stages, when the body and the parent 
images were given their specific meanings, and the later 
stages, when a variety of social roles becomes available 
and increasingly coercive, A lasting ego identity cannot 
begin to exist without the trust of the first oral stage; 
it cannot be completed without a promise of fulfillment 
which from the dominant image of adulthood reaches down 
into the baby's beginnings and which creates at every 
step an accruing sense of ego strength (p, 91),
Ego Impairment/Identity Diffusion: For the purpose of this research,
ego impairment and identity diffusion will be considered synonymous. 
Identity diffusion is the opposite of ego identity, "In identity 
diffusion a distortion of the self-image is suggested, a loss of 
centrality, a sense of dispersion and confusion and a fear of dis­
solution" (pp. 122-123). All adolescents manifest subtle evidences
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of identity diffusion to some degree. However, healthy adolescents 
are able to develop an adequate ego identity, because they have 
acquired sufficient confidence in themselves and their existence 
(ego strength) not to demonstrate the behavioral manifestations 
of identity diffusion listed below to a pathological degree,
1, The Problem of Intimacy - This is manifest by a limited capa­
city for intimate relationships with others. Closeness to others 
carries with it the threat of being absorbed in their identity. This 
threatened loss of identity requires a "tense inner reservation, a 
caution of commitment" (p. 125), resulting in distancing behavior.
2, Diffusion of Time Perspective - This is seen in the adolescent's 
sense of urgency, his limited ability to delay gratification and a 
"loss of consideration of time as a dimension of living" (p. 126).
3, Diffusion of Industry - The inability to sustain concentration 
on required or suggested tasks, or a self-limiting over-preoccupation 
with some one-sided activity and an excessive awareness and avoid­
ance of competition, contributes to an inability to complete tasks
or gain any satisfaction from the anticipation of work, thus "an 
acute upset in the sense of workmanship" (pp. 127-128).
4, The Choice of a Negative Identity - The adolescent predisposi­
tion to reject the things that are considered right and proper by 
one's family and community can lead to an over-idealization; e.g., 
the investment in a cause - being a missionary, that in effect 
criticizes the roles and values of his immediate milieu and pro­
vides personal external controls and values to compensate for the 
internal depreciated identity.
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This is a choice of identity perversely based on all 
those identifications and roles which, at critical 
stages of development, had been presented to the 
individual as most undesirable or dangerous, and yet 
also as most real . . . Sometimes the negative identity 
is dictated by the necessity of finding and defending 
a niche of one's own against the excessive ideals 
either demanded by morbidly ambitious parents or 
seemingly already realized by actually superior ones.
In both cases the parents' weaknesses and unexpressed 
wishes are recognized by the child with catastrophic 
clarity (p. 131).
The concept of identity diffusion is discussed in more detail 
in Chapter III, Review and Application of Erikson's Theory.
HYPOTHESES
The primary hypothesis of this research is that academic 
deficiency or underachieving in adolescent males with adequate 
intellectual resources is associated with or is a function of the 
impairment of their ego structure, specifically identity diffusion. 
Secondarily, the following hypotheses are also considered:
1. That adolescents who manifest underachieving have mothers who 
have achieved more academically than their fathers,
2. That birth order or younger sibling position is positively 
associated with underachieving.
3. That high mobility of the family is positively associated with 
underachieving,
4. That separations from parents are positively associated with 
underachieving.
5. That experience with parent surrogates is positively associated 
with underachieving.
25
Supplementary purposes of this study are :
1. To demonstrate the consensual validity of Erikson's psycho­
social theory of ego development.
2. To refine systematic methods of using case study and trained 
clinical judgment for the purposes of controlled clinical research.
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INTRODUCTION
Academic deficiency is the single most common cause 
of referral to the clinics offering psychological services to 
children (Rabinovitch, 1959, p. 857; Harris, 1966, p. 3). More 
than 500 articles and research studies concerning academic defi­
ciency have appeared in the educational, psychological, and 
psychiatric literature in the past ten years. These two facts 
reflect the seriousness and increased awareness of the problem 
which is more commonly called underachieving. Both the impor­
tance of the problem and increasing concern about it have gener­
ated not only a great deal of investigation but also a re-evaluation 
of the mutual relationships between education and personality 
development.
Advances in group testing, and electronic scoring and tabu­
lating procedures have made it possible to establish nationwide 
age and grade standards. Through group testing, personality can 
be conceptualized into meaningful but gross categories. These 
two advances have made it possible to identify academic deficien­
cies and correlate them more easily with certain measurable 
personality factors. The development of psychoanalytic theory 
and projective techniques have made it possible to advance from 
the identification of group factors to the conceptualization of 
highly individual variables and relationships. The steady 
accrual of evidence that academic deficiency may be an early sign
28
of personality maladjustment has drawn the attention of psycholo­
gists and educators.
Various social pressures have helped focus attention on the 
problem of academic deficiency. The increased demand for higher 
education has made parents and adolescents alike conscious of 
the intensified competition for the limited number of university 
places. The importance of cumulative grade point averages and 
class standings as admission criteria has forced an almost 
obsessive concern with these factors before a youngster should 
have to seriously concern himself with specific collegiate goals. 
The advent of "Sputnik" stimulated considerable introspection and 
re-evaluation of American educational processes. The somewhat 
hysterical reaction to this advance added pressure to the problems 
young people already had in academic achievement.
Taken together, these forces have resulted in the identifi­
cation of greater numbers of underachievers and in an increased 
demand for research on which to base educational and psychothera­
peutic remedial procedures. This research is intended to be a 
contribution to that need.
Originally the literature reviewed here included all of the 
relevant referances in Psychological Abstracts, Volumes 3 1 - 4 0  
and some of those issues in Volume 41 which became available during 
the process of writing this chapter. As one reference often leads 
to others, this review actually encompasses more than ten years.
In the interest of parsimony, and because there is much overlap
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among the studies, only references which were considered represen­
tative in quality and scope were noted to record or substantiate 
a particular point, conclusion, or idea.
The vast majority of published work in this area is of 
the group-survey correlation type. In such studies social, his­
torical and personality factors have been tallied with the hope 
of demonstrating significant relevant differences. A variety 
of paper and pencil instruments have been administered, corre­
lated or factored. This particular approach is most popular 
because it is conducive to large numbers of subjects, easy opera­
tional definitions and statistical analysis. While correlational 
group studies often yield reliable findings, the findings are 
difficult to apply directly to the understanding and treatment 
of a particular adolescent (Robey and Cody, 1966),
However, such survey research yields a surprisingly con­
sistent gross description of the underachiever as a class.
Similar factors and traits are repeatedly reported which differ­
entiate the UA from his more successful peers at an acceptable 
level of significance (.01 to ,05). These similarities are 
apparent despite differing frames of reference, semantics and 
wide variation in the quality or rigor of experimental design. 
Unfortunately, these findings rarely yield etiological information; 
they contribute demographic and epidemiological data - e.g., 
definitions, descriptions, parameters, and frequency of 
occurrence,
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As the review of research moves from socio-environmental 
concepts to trait concepts, to identity and self-concepts, there 
begins to emerge more evidence of possible cause and effect 
relationships. This evidence, in turn, leads to the considera­
tion of the individual personality; of self-concept, identity 
and ego-formation, and, ultimately, to the consideration of academic 
deficiency as a syndrome or symptom complex of maladjustment.
From the viewpoint of ego psychology and the organization 
of individual defense systems, the group data seem to fall 
into a more meaningful, pragmatic framework. One can begin to 
understand the logic, function, and meaning of specific variables 
when they are seen from the vantage of ego psychology.
THE CONCEPT OF ACADEMIC DEFICIENCY
Definitions of academic deficiency or the underachiever 
vary in scope (Shaw, 1961, p. 461; Cowan, 1957, p. 98) and 
precision (Borislow, 1962, p. 27; Duff and Siegel, 1960, p. 44; 
Edgington, 1964; Rowland and Smith, 1966).
The principal term varies with the semantics of the writer's 
particular frame of reference. The term "underachieving" is 
frequently found in the educational literature. Other terms, 
such as "academic deficiency" (de Hirsch, 1963), "learning 
inhibition" (Hall, 1966), "learning impotence" (Rubenstein et al, 
1959), "non-learners" (Harris, 1966), and "deteriorators" (Dale 
and Griffith, 1965), are used in the psychological and clinical
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literature. Although each term carries with it special conno­
tations, they are, as Kornrich (1965, p. 459) points out, "similar 
in that they respond to discrepancies between actual and predicted 
performance,” The consensus is that academic deficiency or the 
label "underachiever" means that an individual is performing 
academically at a level which is significantly below that which 
might reasonably be expected from the reliable measurement of 
his general ability and/or his past performance. With the addi­
tion of the clinical perspective, it has also come to mean that 
the underachiever is likely to be suffering a constricting 
emotional illness.
The variety of terms used, the conditions and ramifica­
tions they imply and the difficulties they impose on compara­
bility and generalization, emphasize the need for agreement on 
a more precise, universal definition (Farquhar and Payne,
1964).
However, it does not appear that the lack of a generally 
accepted procedural definition has limited research. Most 
published studies, especially those dealing with personality 
factors, seem to demonstrate significant differences between 
achiever and underachievers on similar variables, even though 
the studies might not be directly comparable. It would seem 
that this gross consistency among diverse studies adds 
reliability to the overall description of the underachiever, 
even in the absence of agreed upon procedural and measurement 
techniques,
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Some writers challenge the legitimacy of the concept of 
underachieving because of the inconsistencies among studies, 
the variations in the size of the discrepancies between 
performance and expectancy used to define the underachiever, 
and the different variables that are encompassed by procedural 
differences (Thorndike, 1963; and Schwitzgebel, 1965), Willing­
ham (1964) raises the issue, "underachievement or overprediction," 
Kowitz (1965) calls attention to environmental factors within 
the school and the realistic limitations of measurement 
tools.
Schwitzgebel (1965) says that we might better focus on a 
"rigorous analysis of the actual process" of environmental 
variables in the relationships between students and teachers that 
are alterable rather than "try to alter discrepancies, whatever 
they might be called, between a person's estimated learning 
capacity and his academic marks" (pp. 486-487),
However, alterable environmental variables must be found 
and tested. It would seem that there is little real difference 
between aiding the underachiever to become less crippled, less 
self-limiting, by finding and altering relevant environmental 
variables, and helping him by finding factors, variables, and 
techniques that would lead to closing a discrepancy between test 
scores and actual performance. Whatever the measurements used 
or whatever the level or aspect that is attacked by one research 
project or another, the problem remains the same: Why is it
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that some people cannot utilize their demonstrated potential 
in certain significant situations? Schwitzgebel does not 
really present an alternative for consideration. He only 
points to another area to be explored and put in appropriate 
perspective within the overall problem of academic deficiency.
Kowitz (1965) questions the philosophy of our moral right 
to expect, and thereby demand, that a child reach and maintain 
a particular skill level in any area. He says that " . . .  few 
reports give much thought to the problem of individual rights 
and freedom . . . each individual [has the right] to determine 
his own destiny . , . the school cannot ethically decide either 
the future vocation of the child or level of skill in that vocation 
which he shall acquire. The school should suggest and inspire; 
it cannot decide or force" (p. 464).
Certainly philosophical considerations are important. Respect 
for the basic rights and dignity of the individual are important. 
Precision and clear, consistent definitions and parameters are 
undeniably necessary goals in the scientific and philosophical 
search for all truths. However, life must go on even in the 
absence of high levels of purity in science. Whether it is called 
underachieving or overprediction, or even if one views the child 
as exercising his right to limit his success, all this readily 
becomes academic when the issue is reduced to a specific child 
whose differences or limitations must be assessed and understood, 
respected and dealt with in some positive fashion.
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There is little doubt that underachieving is more than 
a consistently poor grade point average or discrepancy score 
in the adolescent with average or superior potential. As Shaw 
and Brown (1957) point out after their study of adolescents, 
"Underachieving is not a surface phenomenon which is easily 
modifiable, but rather is related to the personality matrix of 
the individual."
DEMOGRAPHY
Socio-economic Status
The broad survey and review papers by Frankel (1960),
Gowan (1960), Harris (1966) and Impellizzeri et al (1965) in 
the United States, and Dale and Griffith (1965) in Great 
Britain, statistically establish a relationship between several 
non-intellectual, sociological variables and the problem of 
academic deficiency. The work referenced includes both the 
respective writers' own surveys and the integration of demo­
graphic factors reported by others, e.g., Terman, The National 
Foundation for Educational Research.
The consensus is that a significantly greater portion of 
underachievers come from lower-middle and lower-class families. 
Coincident with this fact are such factors as limited cultural 
and intellectual stimulation, limited or negative attitudes toward 
learning, and the other secondary forces associated with the per­
petuation of limiting social circumstances from one generation 
to the next, common to lower-class and poverty-bound individuals.
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Educational Level of Parents
The overview is that underachievers tend to have parents
with less education than the parents of achievers. Impellizzeri
(p. 166) says, "In general, education of parents appeared to be
a statistically reliable prediction of the child's achievement."
More underachievers' parents in his survey had not completed
high school. Harris (p. 186) comments on only the fathers'
educational level, noting that the fathers of his non-learners
"tend to be less well educated." In his discussion he says:
We found evidence suggesting that when the father is 
ambitious and secures achievement, the son is less 
likely to have a learning problem . . .  he has a 
model for productive achievement. It is difficult to 
separate the effects of the father's ambitiousness 
from those of the mother's, for ambitious mothers 
tend to choose husbands who have had education, are 
ambitious, and seek upper-middle class status 
(pp. 39-40).
Dale and Griffith (p. 17) report significant association 
between academic deterioration and both parents not having had 
a grammar school education or the mother not having gone as far 
as grammar school. In contrast, the level of the father's 
education did not appear as significant in his survey.
Size of Family
Underachieving is consistently associated with larger 
families. Pierce and Bowman (1960, p. 251) found that small 
families produced proportionately more high achievers than did 
large families. Both Harris (pp. 22-23) and Dale and Griffith 
(pp. 18-21) report four or more siblings appear significantly
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more often in the families of underachievers. Harris (p. 187) 
presents his figures in such a fashion as to suggest that 
larger families have a dampening effect on measured IQ. More 
youngsters in both his non-learner and control groups (75% and 
77% respectively) had IQ’s of above 105 and came from families 
of no more than three children. Of those with IQ scores of below 
105, 56% of the control group and 71% of the non-learners came 
from families with more than three children. He also refers 
to two other surveys he made on 2700 children and 500 adult 
male psychiatric patients which substantiate the point that 
comparatively lower intelligence scores were more often seen in 
individuals who had three or more siblings. He suggests (p. 23), 
as do Dale and Griffith (p. 53), that this may be a function of 
the fact that the number of children limits the amount of parental 
energy and "intellectually stimulating adult-child communication" 
that any one child can receive.
Birth Order
Harris (p. 177) and Dale and Griffith (p. 20) report that 
first-born subjects are found almost twice as frequently in their 
control groups. Harris adds that "last-bom boys were found twice 
as frequently in the group with learning problems." Dale and 
Griffith’s findings are similar. In Pierce and Bowman’s survey 
(p. 214) also, the eldest child has the achievement advantage. 
Harris develops the point by demonstrating that there are greater 
expectations for maturity of a first child and that parents have
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a different emotional relationship with their first child 
than they do with their last. Teachers and mothers both 
described eldest children more often as "bright" and "serious," 
and as having better impulse control. They referred to youngest 
children as "carefree," "charming," "needing to win support," 
and demonstrating poor impulse control. Harris draws support for 
the significance of being first b o m  from the historical work 
of Galton, Cattell, Terman, and the more recent work of MacArthur 
and Schacter (pp. 178-183).
A variation on birth order is the sex sequence of siblings. 
Miller (1965) says that he often finds that the underachieving 
male is followed by a sister, and that the underachiever 
interprets this as a rejection of him and his masculinity.
Schoonover’s (1959) longitudinal data show that either 
males or females with brothers consistently had higher mental and 
achievement ages than did siblings with sisters. She found no 
significant relationships between ordinal position, age or 
spacing of siblings.
Since ordinal position is apparently associated with dif­
ferent emotional relationships and expectancies between parents 
and siblings and siblings with each other, it is reasonable to 
conclude that birth order can have a significant influence on ego 
formation. In his study "Birth Order, Need Achievement, and 
Conformity," Sampson (1962) demonstrates that first-born males 
have a greater need for achievement than later-bora persons. He
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associates this with the fact that they apparently "exhibit 
less resistance to influence and more willingness to conform"
(p. 159).
The Working Mother
The working mother is found more often among the underachievers 
than the achievers in two studies by Frankel (1960 and 1964) , but 
Impellizzeri (p. 166) found no such relationship. Harris (p. 21), 
on the other hand, noted that working mothers were associated 
with low average intelligence scores among both his non-learners 
and controls. He combines working mothers and marital discord 
under the title "Family Disorganization" and demonstrates that 
these circumstances, particularly the latter, impaired the actual 
thinking processes of both his learner and non-learner groups.
The non-learners, however, more frequently had working mothers and 
more frequently were subjected to marital discord. Though the 
actual absence of the mother from the home limits the child’s 
physical support, the presence of marital incompatibility adds the 
loss of emotional support, resulting in considerable anxiety and 
uncertainty. Harris feels that his case studies demonstrate 
that the working mother, regardless of her "logical" reason for 
working, is rejecting her femininity and her role as a homemaker. 
This ambivalence about homemaking and the maternal role is also 
noted by Davids and Hainsworth (1967, p. 35). It follows, then, 
that this feeling of the working mother has an effect on attitudes 
toward the father and the children, and on the stability and
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clarity of sources of security and identification of the child. 
Marital Discord
This area is somewhat enigmatic. It is easy to count the 
frequency when discord flares regularly and openly, when divorce 
occurs or families break up. It is more difficult to note, much 
less assess, the chronic discord between some parents whose 
denial and social controls help them present a positive facade 
to the community (Sperry et al, 1958), Their muted struggles, 
however, cannot be hidden from their children.
Marital discord is more frequently found among the parents 
of underachievers (Harris, p. 28; Dale and Griffith, pp. 26-28; 
Sperry et al, 1958; Hall, 1966). As will be noted below, some 
surveys find no relationship, but this is felt to be a sampling 
artifact. In the section on clinical studies which reports 
detailed family interaction, we are faced with evidence that 
there is open discord in some families, while in others, marital 
"harmony" is based on the parents’ neurotic needs for the same 
mutually depreciating factors but which, in this case, helps 
them avoid gross discord in order to maintain a chronic attitude 
of dissatisfaction and subtle conflict.
It seems reasonable to conclude that academic deficiency 
in an able youngster necessarily implies a disturbed family or 
at least significant distortion in the intra-family relationships.
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Comment
Frankel (1960, pp. 93-94) and Impellizzeri (1965, p. 166) 
report no correlation between size of family, birth order or 
family disorganization. This may be an artifact of the narrow 
urban population that they drew their subjects from (specialized 
high schools In New York City). Impellizzeri points out that 
76 per cent of all of his subjects come from families of one or 
two siblings and 14 per cent were only children. He also notes 
that 90 per cent of his subjects were living with their natural 
parents, unreallstlcally Implying that, therefore, their family 
life was stable. Morrow and Wilson (1961, p. 509) also find 
no support for the hypotheses that underachievers' families show 
more parental disharmony, are Influenced by the occupation of 
either parent or the number of siblings.
These apparently contradictory findings actually do not 
rule each other out. They are In some respects the function of 
the kind or depth of the study they come from. The figures 
presented by Harris and Dale and Griffith are from detailed work 
on Individual cases. Harris' population were all patients - 
100 non-learners and 100 learner, but sick, controls. Pierce and 
Bowman drew their subjects from the public school system of an 
entire mldwestern American community. Their findings In regard to 
socio-economic class, birth order, and size of family are similar 
to those of Harris. Frankel, Impellizzeri et al, based most of
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their figures on questionnaire research which necessarily 
represents a minimum of direct evaluation of family and social 
factors .
It would seem reasonable to draw the following two 
conclusions :
(1) That underachieving can be related to factors such as socio­
economic level, birth order, the working mother, and family 
disorganization. These are relevant factors but not necessary 
ones,
(2) That these factors provide a milieu that seems to exacerbate 
the formation and expression of the psychological factors that 
contribute to academic deficiency. These are, after all, the 
factors commonly associated with the manifestation of most 
personality problems from delinquency to alcoholism,
A reasonable integration of social and environmental factors
is described by Kimball (1953) in her discussion of individual case
studies of underachieving adolescents:
We found that if we studied the interaction between 
the unique personality structure of the subject and 
the conditions in the existing environment, we gained 
a fairly adequate understanding of the reasons for 
scholastic failure. If we worked with either the 
personality factors or the environmental factors alone, 
we tended to oversimplify the problem (p. 377),
ONSET
The probable early onset and chronicity of underachieving 
is demonstrated in a study by Shaw and McCuen (I960), They 
compared the school records of a group of underachievers and
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achieving controls who had been in the same school system
from grade 1 (age 5-6) through grade 11 (age 16-17). They were
classified into one group or the other on the basis of their
cumulative performance in grades 9, 10, and 11. They found
that the underachievers tended to receive lower grades than their
controls in the first year of school. This difference reached
the .01 level of significance at the third year of school, and
the difference remained statistically significant through the
eleventh year.
Chance (1961) points to the relevance of preschool
independence training on academic performance in the first grade.
She found that the earlier the training, the more likely the
child was to make less adequate academic progress relative to
his intellectual ability. She also called attention to the fact
that one must be cognizant of not only the maternal attitudes
favoring early independence but also the mother's motivation for
desiring that independence.
Levy and Cuddy (1956) , commenting on the fact that the
"familial interpersonal constellation" and the child's early
history play a significant role in the manifestation of academic
deficiency, conclude that;
It would be reasonable to assume that these children 
have by the time they reach school age, already 
developed the pattern of behavior which will result 
in underachievement (p. 447).
Therefore, they suggest that we can hope to find measurable
factors predictive of academic deficiency by the time children
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reach school age.
Although these references indicate the likelihood of the 
very early onset of conditions predisposing to academic 
deficiency, most interest seems focused on the adolescent and 
late adolescent, young adult, college student. One reason for 
this, no doubt, is the greater availability of group measures 
for this age group and the captive populations for this kind of 
group research that high school and undergraduate classes provide. 
This convenience notwithstanding, it seems that certain aspects 
of adolescence itself call particular attention to the problem, 
name ly :
(1) By the time a boy is well into adolescence, parents begin 
to lose the denying hope that he will soon grow out of his 
difficulty. There is more concern about the imminence of 
qualifying for college or having skills for a "good" job. There 
is the threatening confrontation of independence manifest by 
being near the end of school. With this comes the need to select, 
however vaguely, a vocational identity. Schooling to high 
school is usually an end in itself. Education in and beyond 
high school is usually directed at "becoming something". This
is one aspect of the identity crisis of adolescence.
(2) The psychological upheavals related to the developmental 
processes of adolescence (the resurgence of instinctual drives 
and increased individuation), often bring interpersonal 
conflicts closer to the surface. These make for more direct
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confrontation between internal feelings and the expectancies 
of parents, the school, and even the community.
(3) Adolescence is the time when underachieving is theo­
retically most likely to be manifest. This is the point, 
in Erikson's stages of development, where the individual 
demonstrates the degree of resolution of Crisis Stage IV,
School Age, equivalent to latency. If the adolescent has 
successfully turned outward from the family, to peer group 
recognition, to adequate identification with teachers and 
other significant adults, he will demonstrate a sense of in­
dustry, a sense of satisfaction from achievement. If the reso­
lutions of latency are predominantly negative, he will manifest 
a greater sense of inferiority than industry and avoid competing, 
doing, achieving. Therefore, adolescence is the period during 
which underachieving, theoretically, is both most likely to 
appear and to be most significant.
PREDICTION
Cohen (1963) reports a study predicting underachievement 
in kindergarten children which substantiates Shaw and McCuen's 
evidence of an early developmental pattern of underachievement 
and indicates the possibility of early diagnosis. This study 
also demonstrates the efficacy of clinical prediction. The 
kindergarten teacher, a clinical psychologist, and a child 
psychiatrist predicted which of 56 kindergarten children would 
not perform up to "their IQ potential" in first grade. Each judge
45
used a combination of observation and intuition. The teacher 
judged from her observation and experiences with the child over 
the school year, the psychologist from test performance (WISC, 
House-Tree-Person, Bender-Gestalt, and the Rorschach), the 
psychiatrist from a standard play situation. The individual 
psychological tests were administered during kindergarten, as 
was the psychiatrist's play situation. The predictions were 
made at the end of kindergarten. Achievement measures were taken 
with the Iktropolitan Achievement Test (MAT) after about 70 per 
cent of the first grade was completed. Children were then 
divided into underachieving, achieving, and overachieving groups, 
depending upon a discrepancy formula derived from the WISC IQ, 
and their MAT score. An improvement score was derived by readmini- 
stering the MAT a year later after approximately 70 per cent of 
the school year was completed. This re-test demonstrated improve­
ment in all three groups, but the underachievers, though improved, 
remained underachievers,
It is interesting to note that the teacher's prediction was 
best, p * ?.0005; the psychologist was next with a p = ^.005; 
and the psychiatrist was third with a larger but respectable level 
of significance of p « 7.05.
Attempts to develop scales as predictors of underachievement 
are encouraging, McQuary and Truax (1955) found twenty-four items 
of the MMPI which differentiated between the underachiever and 
achiever. When they used these items in combination with a
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student's percentile rank on the ACE (American Council of 
Education Psychological Examination - a college aptitude 
measure), they were able to predict underachieving in 77.2% 
of their subjects. De Sena (1964) reports similar results 
with the same twenty-four items and, referring to supporting 
studies, suggests that the items have promise as a scale.
Other studies failed to establish an underachiever profile 
from the MMPI. The experience of Wilson et al (1967) is 
typical. The MMPI's of their underachieving subjects were 
"more deviant than those usually produced by an average group 
of college underclassmen" (p. 181). Stone and Qanung (1956) 
report that underachievers had an abnormally high score on one 
or more of the MMPI scales. These indicate maladjustment but are 
far from predictive profiles for underachievement.
Fink's (1962b) extensive item analysis of the California 
Personality Inventory (CPI), yielded forty-eight items which 
discriminated between the underachiever and the achiever at the 
.05 level of confidence or better. He reports that these items 
can be related directly to adequacy or inadequacy of the self- 
concept. He refers to other research which supports the use of 
the CPI, Ac (Achievement via conformance) and So (Socialization) 
scales as "achievement discriminators."
In another study of 14-15 year olds, Fink (1963) found 
sixty-nine items of the CPI which differentiated between known 
achievers and underachievers, "at confidence levels of .10 or 
better. Only seven items discriminated at a level below .05"
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(p. 150). This finding is hardly conclusive but it is 
encouraging.
Though these and similar personality inventories have 
been used to describe the personality of the underachiever as 
compared to that of the achiever, they are not often submitted 
to predictive cross-validation.
Payne (1962) tried to predict achievement from responses to 
an academic self-concept word rating list. He achieved "significant 
and concurrent predictive correlations with grade point averages" - 
of all his subjects except the underachievers.
A relationship between subtest patterns and scale scores of 
the Wechsler Intelligence Scale for Children (WISC) and 
achievement has been demonstrated which carries with it the 
implication that intelligence test performance and personality 
variables can be dealt with in a single theoretical framework.
Stroud et al (1957) ran correlations on the WISC, Stanford- 
Binet and academic achievement. Not surprisingly, the WISC Full 
Scale score (IQ) was found to be the most predictive of achievement. 
The subtests that correlated best with school achievement were 
Arithmetic, Vocabulary, Block Design and Object Assembly.
Similarly, in a more sophisticated study, Coleman and 
Rasof (1963) found that underachievers made lower scores on 
those subtests whose factor analyses showed them to be heavily 
loaded with "school-type" learning (Information and Arithmetic), 
sustained concentration (Digit Span) and memory (Coding, Arithmetic,
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and Digit Span), Underachievers functioned better on subtests 
loaded with "perceptual organization" (Block Design) and 
informal or incidental learning (Comprehension and Picture 
Completion).
Spivak and his group (1959) offer a partial explanation 
for WISC subtest differences in their study on test performance 
and the delay function of the ego. They refer to Rapaport's 
discussion of the function of delay. Rapaport contended that 
the inevitable delay of gratification in childhood helped 
develop cognition and "that further development of thinking 
(abstraction, problem solving, etc.) supports increased delay 
or inhibition of the expression of impulses in consideration 
of reality demands" (p. 428). Therefore, they reasoned that 
it should be possible to demonstrate a relationship between 
general intelligence and measures of ability to delay. They 
administered the Wechsler, a Rorschach M-tendency measure, the 
Stroop Color Word Test and time estimation tasks to 123 
adolescents living in a residential treatment center. The results 
support the hypothesis that ego delay function, as measured by 
Rorschach M, time estimation, and the Stroop Test, is correlated 
with IQ. Performance on the Wechsler Digit Span subtest was 
related to time estimation and to the Stroop Test independently 
of general intellectual level.
The WISC patterns of underachievers described by both 
Coleman and Stroud can be seen on an ego-delay continuum. The
49
underachiever is known to be impulsive and to have a limited 
ability to delay gratification. The subtests on which he does 
poorly (Arithmetic, Digit Span, Coding, Information and 
Vocabulary) demand more impulse control, greater ego delay 
function to sort out competing response tendencies, for a 
good score and more efficient intellectual functioning.
Although there might be a WISC subtest pattern common to 
underachievers, which would suggest that the condition could be 
predicted from the appearance of that pattern, to date no one 
has submitted one to cross-validation.
Achievement and ability scores and the discrepancies between 
them are predictive in the sense that past performance is 
generally considered to provide the most reliable data upon which 
to base prognoses. These scores and discrepancies are not 
actually predictive because they represent the current manifestation 
of the problem. Although when the self-concept, identity and 
clinical studies are added it becomes possible to increase the 
reliability of the prognoses, they do not seem reliable enough at 
this point to be considered actually predictive. Sufficiently 
specific longitudinal studies have not yet appeared in the 
literature. There is also the problem of symptom choice. Some 
individuals seem to respond to similar self-limiting psychodynamics 
by "choosing" other behavioral manifestations or psychosomatic 
syndromes as opposed to "selecting" underachieving. We cannot, at 
this point, say with sufficient confidence which of Cohen's and 
Chance's underachievers, for example, will be adolescent underachievers
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or which of their controls will later manifest academic 
deficiency, though it does seem, given a broad enough range 
of information, that we should be able to make some reasonable 
prognoses.
ACHIEVEI'IENT NEED
Closely associated with the development and prediction 
of underachieving are considerations related to the individual's 
need to achieve and factors associated with the development 
or limitations of that need. The evidence on the importance of 
early training to need-achievement contributes also to under­
standing the early onset of underachieving. The implied 
motivational elements in need-achievement are related to pre­
diction of underachievement. The concept of need-achievement 
(n-achievement) was presented by H, A. Murray (1938). 
N-achievement is probably the most widely studied of the needs 
of Murray's list (Stagner, 1961, pp. 346-347). Much of the more 
recent data are based on the work of McClelland and his group 
(1953) and corroborates the early findings to the effect that 
early independence training is positively related to need- 
achievement.
Chance (1961), referred to above in the section concerning 
the onset of underachieving, qualified McClelland's hypothesis 
that early independence training (based on Winterbottom's study 
of 8-year-old boys) is directly related to higher n-achievement.
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How early and the attitude that motivated the early training are 
relevant qualifications added by Chance. As noted above, she 
demonstrated that the mothers of 6- and 7-year-old underachievers 
(in reading and arithmetic) favored earlier independence train­
ing (p. 154).
Rosen and D'Andrade (1959), following the lead of McClelland 
and Chance, differentiated between two kinds of early child 
training practices, one relating to achievement training, that is, 
emphasis on doing things well; and the other independence 
training where the emphasis was on doing things without help.
They found that mothers seemed to have contributed more to 
achievement training and both parents, but mostly the fathers, 
to independence training. They also demonstrated that the need 
for achievenant in boys, as manifested in later school performance, 
is a function of early independence and achievement training.
Both Sampson (1962) and Pierce and Bowman (1960) show a 
relationship between birth order and need for achievement. First­
born males were shown to have a higher need for achievement and 
conformity.
Pierce and Bowman (1960) measured the n-achievement level 
of 15- and 17-year-old achievers and underachievers with McClelland's 
Thematic Apperception Test procedure. They found that achievers 
have a greater need for achievement than underachievers. They 
also reported an unusual finding for this kind of study; Their
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underachievers demonstrated significantly lower scores on items 
related to "involvement" categories. They seemed less able 
to become really "self-engaged" in achievement tasks. Self­
engagement or involvement items were differentiated from items 
that were considered more likely to be influenced by "socially 
accepted types of responses" (pp. 224-226), This limited 
involvement seems akin to the limited investment, poor object 
relations, passivity and denial discussed in the individual 
case studies described by Wallach et al (1960) , Kimball (1953) 
and Harris (1966).
To assess the relationship of cultural and ethnic backgrounds 
to social mobility and achievement, Rosen (1959) combined 
achievement motivation, value orientation and educational- 
vocational aspiration levels in a complex called the "Achievement 
Syndrome." Rosen and his students accomplished a testing and 
interview survey of 427 pairs of boys and their mothers in 
62 communities in northeastern IMited States. They found that 
the achievement syndrome was related to the achievement values 
and needs thought to be held by various religious, ethnic, 
and racial groups. Rosen related these differences to the 
historical, cultural and theological backgrounds of his subjects. 
He also briefly related these socio-cultural variables to 
parent-child interaction and the way they were distorted to 
meet individual needs that, in turn, distorted parental identity 
models and ultimately modified the community meaning of
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achievement in the context of a particular Jewish, Negro, or Greek 
family,
N-achievement seems such an obvious concept. Its measurement 
by means of fantasy with Murray's TAT technique has given con­
siderable Support to its use. In contrast, Kagan and Moss (1959) 
present results that suggest that further clarification of the 
concept is necessary. In a limited longitudinal study they found 
that n-achievement is not sufficiently stable over time to warrant 
the confidence implied by the predominantly supporting literature. 
They compared n-achievement scores of 86 children at ages 8, 11, 
and 14 and got correlations of +.32, +.22 and +.16 respectively. 
This is Sufficient to indicate some reliability but low enough 
to suggest that n-achievement may not be a stable feature of 
personality. This has implications for the stability and long­
term effect of early independence and achievement training. This 
finding also emphasizes the point made by Chance (1961), Rosen 
(1959), Rosen and D'Andrade (1959) as to the differential effect 
of the various attitudes and needs of parents to impose early 
independence and achievement training and the apparent role of 
the parent-chiId interaction on the meaning and form n-achievement 
takes in the context of specific socio-cultural values and 
specific parental needs.
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LABORATORY FINDINGS
Underachievement and concepts related to ego functioning 
have not, as a rule, been subjected to the rigor of laboratory 
research. This is partially due to both the conceptual and 
technical difficulties of translating the theoretical constructs 
to appropriate operational procedures. However, a small group 
of studies with a more classical laboratory orientation has 
been published.
Van de Riet (1964) tested the hypothesis that underachievers 
avoid success because they have a "need to fail." He selected 
45 underachievers and 45 controls matched with respect to ability 
and had them le a m  two equated lists of paired associates. Between 
learning list 1 and list 2 a third of his subjects were praised, 
another third reproved, and the remaining third left alone. The 
group of "praised" underachievers responded with a decrement in 
the subsequent learning of the second list, apparently demonstrating 
their need to fail.
A relationship between achievement and the Zeigarnik effect 
was demonstrated by Martin and Davidson (1964). They had groups 
of underachievers and achieving controls perform twelve paper and 
pencil tasks, half of which were interrupted. The achievers 
recalled more incompleted tasks, thereby showing a greater 
Zeigarnik effect.
To test the comparative concept learning rate of the 
educationally retarded child of normal intelligence. Levy and
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Cuddy (1956) used a variation of Harlow's "Oddity Problem." 
Twenty-three pairs of subjects who fell within a 98 to 103 IQ 
range were matched for age and socio-economic status. They were 
given a maximum of 50 trials within which to reach the criteria 
of 11 consecutive correct choices and then asked to verbalize 
their solutions. Using a combination of the number of errors, 
the number of trials to criterion, and correct verbalization of 
the oddity principle as the measure of learning rate. Levy and 
Cuddy found that their underachievers had a slower rate of con­
cept learning. They suggested that something like this be 
applied to preschool children to predict underachievement.
Operating from a selective-perception model. Wells and 
Bell (1962) tested the comparative perceptual discrimination of 
authority and peer group figures of over-, equal-, and under­
achievers. Photographs of authority, peer and neutral figures 
were presented binocularly with a stereoptic device in six dif­
ferent stimulus presentations. There were no significant dif­
ferences between equal- and underachievers. The overachievers 
gave the largest number of distorted responses, particularly in 
their perceptions of the authority and neutral stimuli.
Keogh and Benson (1964) hypothesized that underachievers 
were deficient in motor skills. They administered tests of body 
control, strength and speed to forty-three 10- to 14-year-old 
boys who were enrolled in a special school for underachievers. 
They noted that some boys in the 10- to 12-year-old group showed 
limitations in motor skills, but all the 13- to 14-year olds
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performed adequately, suggesting that the deficiencies were a 
function of the tasks and their subjects' relative stage of 
development and not related to underachieving,
Coleman (1962) explored the differential effect of the 
method of presenting new words to be learned by underachievers. 
He used visual, phonetic and kinesthetic methods singly and in 
combination. No method of presentation actually proved superior 
to another, though visual and combination methods seemed more 
efficient for some subjects. He was able to conclude, however, 
that method of presentation was a "relevant variable in learning 
disorders in relation to the ability of given underachievers to 
profit from given treatment procedures" (p. 268). He found that 
specific underachievers were able to increase their learning 
efficiency with a presentation method or combination of methods 
that was somehow idiosyncratic to their individual needs and 
abilities.
These differences, to the effect that the underachiever 
neither recalls as well nor leams as fast as the achiever and 
that at times praise or his need to fail limits his learning 
efficiency, can be seen as a function of the emotional factors 
discussed by Rapaport et al (1946) and Spivak et al (1959), 
referred to above, which are thought to impair attention, 
concentration, and integrative abilities.
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THE UNDERACHIEVER
AN ACTUARIAL DESCRIPTION 
A description of the underachiever can be drawn from 
organizing the studies which report "measurable" factors or 
dimensions of the personality of the underachiever into the 
following loose but integrating framework. This list of 
published research suggests that the underachiever is most often 
a male with a comparatively high inventory of deficits. When 
compared with his adequately performing peers he demonstrates;
1. Less need to achieve and lower educational and occupational 
aspirations.
Rosen, D'Andrade (1959)
Reitman (1961)
Todd et al (1962)
Davids (1966)
MeBee and Duke (1960)
2. Negative attitudes toward school and teachers.
Carter (1961)
Wilson and Morrow (1962)
Gowan (1957)
3. Poor study habits, greater distractability and impulsivity.
Carter (1961)
Wilson and Morrow (1962)
McKenzie (1964)
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4. Poorer social and emotional adjustment or less favorable 
personality characteristics.
Pierce (1961)
Stone and Ganung (1956)
Snider and Linton (1964)
Sandefur and Bigge (1966)
5. Less peer and/or social acceptance.
Semler (1960)
Teigland et al (1966)
Lloyd (1956)
Middleton and Guthrie (1959)
Angelino and Hall (1960)
6. Vaguely or poorly defined academic and occupational goals, 
Gowan (1957)
Todd et al (1962)
McKenzie (1964)
Roth and Meyersburg (1963)
7. Limited sense of personal and social responsibility,
Narayana (1964)
Easton (1959)
Gowan (1957) 
pierce (1961)
8. Less satisfactory relationships with parents and predominant 
identification with his mother.
Easton (1959)
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Morrow and Wilson (1961)
Rosen, D’Andrade (1959)
Shaw (1964)
Roth and Meyersburg (1963)
Shaw and Dutton (1962)
9. A more negative self-concept,
Shaw and Alves (1963)
Bruck and Bodwin (1962)
Shaw, Edson, and Bell (1960)
Fink (1962a and b)
Roth and Meyersburg (1963)
10, Poor control and integration of hostility and aggression. 
Gill and Spilka (1962)
Middleton and Guthrie (1959)
McKenzie (1964)
Gowan (I960) has presented a similar organization of 
research studies dealing with measured social and personality 
factors of achievement and underachievement. His reference to 
underachievement, however, is somewhat limited since his emphasis 
in this and other papers (1955, 1957) is on those relationships 
which contribute to achievement in the superior or very bright 
student. He groups the research into three major categories: 
measures of input, process, and results. Input covers socio­
economic and value concept variables, process encompasses those 
studies that deal with behavioral-level personality factors
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such as motivation, self-concept, authoritarianism, maturity,
and general personal integration. Under results he lists
those studies which report on development and acculturation,
e.g., peer socialization, economic or vocational adjustment,
independence, aggression and conformity. All of these factors
can be read positively for the achiever and essentially negatively
for the underachiever. In his summary he calls attention to the
factor analytic evidence which emphasizes the importance of
acculturation, as demonstrated by Bishton and Middleton. But
he nevertheless seems to feel that the roots of the problem lie
in the parent-child interrelationships. He describes the
development of achievement in psychoanalytic terms:
. . . achievement is an indication that the individual 
has successfully transferred a large portion of 
his basic libidinal drives to areas of cultural 
accomplishment so that he derives a significant portion 
of his gratifications from them. We need always to 
consider how an individual is to receive psychological 
pay for tasks accomplished. The art of education 
consists of making a new task palatable "until the id 
catches up" (p. 118).
Self-Concept and Identification
Self-concept and the process of identification are seen as
two concepts which integrate the socio-cultural and intrapersonal
variables often associated with emotionally-based learning
inhibitions and academic deficiency. They have been selected
as specific topics for discussion in this section because they
seem especially significant to personality formation and
because the research which supports their significance has been
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more actuarial, in the nature of group administered scales, etc.,
than individual or clinical.
As noted above, underachievers generally present an essentially 
negative self-concept. There is the logical argument as to
whether this is a cause or an effect of academic deficiency. The
references reviewed suggest that it is more likely a causative 
factor. First, the association between academic deficiency and a 
negative or depreciated self-concept has been demonstrated by Fink 
(1962a and b), Bruck and Bodwin (1962), Shaw and Alves (1963), and 
Shaw et al (1960). Second, a variation of the self-concept 
approach is the discrepancy between self-concept and ideal self- 
concept. Carl Rogers (1951) and Rogers and Dymond (1954) formu­
lated current self-concept theory and inspired the extensive 
research in this area. They postulated that there is a direct 
relationship between the size of the self, ideal-self discrepancy 
and the degree of personality maladjustment. A number of other 
workers have provided considerable support for this premise (Block 
and Thomas, 1955; Smith, 1958; Butler and Haigh, 1954). Borislow 
(1962) and others have shown that a relationship exists between 
underachieving and a discrepancy between the ideal-self and the 
self-concept.
This perceptual discrepancy concept extends beyond the self, 
ideal-self comparisons to the mutual perception of parents and 
children. Davids and Hainsworth (1967) , comparing attitudes 
avowed by mothers with those perceived by underachieving and 
achieving sons, found significant agreement between achievers and 
their mothers and ". . .no significant association between
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attitudes ascribed to their mothers and actual attitudes avowed 
by mothers of the underachievers" (p. 29),
Closely associated with an individual self-concept is the 
sense of identity. It sheds some light on both a source of a 
negative self-concept and the rationale for the syndrome of 
academic deficiency. The identity studies point directly to 
parent-child interaction as the primary source of academic defi­
ciency.
Similar to self-concept, identity is the sense of who and 
what you are - a positive, negative, or diffuse sense of 
individuality. Identification is the interpersonal process 
through which this comes about. It is an acquired cognitive 
response whose content is such that some of the attributes, 
motives, characteristics, and affective states of the model are 
part of the subject's psychological organization (Kagan, 1958),
This definition is quite similar to the psychoanalytic 
concept of introjection (Hinsie and Schatzky, 1953, pp. 277 and 
303) and conceptually bridges the phenomenological, existential 
frames of reference of Rogers and the psychoanalytic orientation 
of Murray (1938) and Erikson (1959),
The general assumption is that healthy male adolescents 
take the same sex parent as their model (Kagan, 1961; Heilbrun,
1965). If for some reason the boy's father provides a weak 
or distorted model then the adequacy of his own identity will 
necessarily suffer. Should the child associate academic 
achievement with the goals and attributes of the opposite sex
63
parent, the consequent anxiety that can arise over sex-role 
identity can injure the learning and intellectual effort (Pearson, 
1952; Blanchard, 1946).
For example, Heilbrun (1965) measured identification with 
parents as "perceived child-parent similarity." He administered 
Gough's Adjective Checklist to 427 students divided into adjusted 
and maladjusted groups. Their adjective choices were scored for 
15 Murray-type needs, e.g., dominance, abasement, aggression. The 
subjects were then given summary behavioral descriptions of these 
15 needs and asked to judge whether the behaviors were more char­
acteristic of their fathers or mothers. The subject scores and 
the parental judgments were combined to form an "index of parent- 
child similarity." At a significance level greater than .01,
"the adjusted males described themselves as more similar to their 
fathers; maladjusted males tended to endorse behaviors more like 
their mothers" (p. 188). Heilbrun considers academic under­
achievement one aspect of maladjustment (p. 190).
In a study of underachieving in adolescents, Shaw and White 
(1965) also examined the relationship between parent-child 
identification. They administered an adjective checklist to 
underachievers and achieving controls and their respective parents. 
Each parent completed two adjective checklists, one representing 
his perception of himself and the other his perception of his child. 
Each subject completed three lists, his perception of himself, his 
mother, and his father. There was significant agreement between the 
members of the achiever families in both their self-perceptions
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and the perceptions of them reported by other members of 
their family. This was not the case between the members of 
the underachiever families. Male achievers identified with 
their fathers. Male underachievers did not. Their conclusion 
that "an appropriate sex-role identification is characteristic 
of the achiever group, but not of the underachiever group," 
is suggestive of the identity diffusion concept upon which this 
ego impairment study is based.
Summary of Actuarial Findings
To summarize, the following composite might be drawn from 
the data referred to above:
The underachiever, in contrast to his achieving peers, is 
an individual whose achievement motivation is related to the 
socio-economic and educational level of his parents and the values 
of his immediate cultural milieu as communicated to him through 
them and modified by their needs and associated personal
distortions. His need to achieve is a function of early
independence and achievement training, which is, again, modified 
by the parental motivations which underlie that training.
There are greater perceptual discrepancies in the individual 
and in the mutual perceptions of his parents and himself. There
is more intrafamily friction. There is less motivating parental
interest and involvement with his experiences.
He comes from a mother-dominated family. He experiences 
more distance from his father and feels less identification with
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hlm than does the achiever, which, in turn, leads to some 
confusion of sex-role factors and less clear sense of personal 
identity. His self-concept and feelings of personal worth 
are essentially negative. He demonstrates greater feelings 
of inadequacy, more limited educational and occupational 
aspirations. His immediate and future goals are more vague, 
since he finds involvement and investment in tasks and people 
more difficult. He has greater difficulty accepting and inte­
grating his hostility and aggression and, accordingly, has more 
interpersonal problems with both authority figures and peers.
His peer relations are more often marginal.
He manifests greater impulsivity and less tolerance for 
delayed satisfactions and long-term goals.
In general, he shows more negative maladaptive personality 
traits.
Though these factors and variables are often statistically 
independent, they lose a logical independence when we look at 
the clinical evidence that provides a rationale for an individual's 
need to manifest, or an individual's susceptibility to, the 
various emotional factors and interpersonal variables that have 
been shown to differentiate the underachiever from the 
achiever.
THE UNDERACHIEVER 
A CLINICAL DESCRIPTION
The research that takes us from the essentially actuarial.
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demographic descriptions of the underachiever to concepts of 
individual interrelationships that seem to offer a causal 
rationale for the manifestation of the descriptive factors and 
their relationship to the impairment of learning is theoreti­
cally based on contemporary ego psychology.
Two papers form the cornerstones of this clinically- 
oriented tangent of research into the delineation of emotional 
or personality relationships and the learning difficulties of 
able adolescents. These classics are Melanie Klein's "A Contri­
bution to a Theory of Intellectual Inhibition" (1945) and Anna 
Freud's "Aggression in Relation to Emotional Development; Normal 
and Pathological" (1949).
Hall (1966) effectively reduces and updates these two con­
tributions, considered basic by many writers in this area, in 
the following summaries;
From the Freud paper;
The main function of the developing ego is to 
reconcile the demands for gratification made by 
instinctive urges with the conditions existing 
in the child's environment.
When the ego is faced by dangers, such as painful 
tensions from within, or threat of injury, 
punishment, or loss of love from without, it 
reacts with outbreaks of anxiety. One way of 
handling this anxiety is for the ego to renounce 
those functions proper to it in order not to 
have to undertake a fresh effort of repression or 
in order to subserve a desire for self-punishment.
The constant vigilance entailed in this conflict 
results in impoverishment of the ego and the 
necessity to restrict expenditure of energy normally 
available for ego functions. In the normal 
instance, when the latency period sets in, a
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truce is called in this defensive warfare. The 
development of new capacities and feelings of 
autonomy, the introjection of the values of 
parents and teachers, and a growing sense of 
ego-identity mark the latency period (p. 176),
From Klein's theory of intellectual inhibition;
In cases of learning inhibition, the assumption 
is that the pre-latency solutions to conflicts 
between inner demands and pressures from the 
environment have been unsatisfactory. Con­
sequently, the child is not prepared for 
the "breathing space" of latency, for the 
successful identification of the self, and 
diminished dependence upon parents. Nor is 
he ready to substitute an internalized 
Superego for the earlier oedipal ties to his 
parents. He uses his sensory apparatus in 
primitive forms - touching, seeing, feeling, 
in order to inhibit the dangerous "taking-in" 
of "food for the mind," and to inhibit holding 
and giving out of information, and to inhibit 
the exploratory function and aggressive curio­
sity about pregnancy, birth, death, and the 
differences between the sexes. For him, look­
ing is dangerous, , . , and knowledge is for­
bidden (pp. 176-177).
In this theoretical context one cannot separate the underachiever 
from his family. The symptom is seen as directly related to the 
ongoing parent-child interaction, the constant mutual adaptation 
of the family members to and for each other.
The premise that an underachieving youngster necessarily 
implies a disturbed family or at least a distortion in intra­
family relations is also suggested by the frequency with which 
underachieving is accompanied by family disturbance noted in the 
demographic figures above. It becomes a universal factor in 
the review and studies of individual relationships. Under­
achieving is seen as an'hdjustment" reaction required of the
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child for his family. The family in this frame of reference 
is seen as a dynamic organization in its own right and that 
elements in that organization maneuver or respond to each 
other in order to maintain a kind of homeostasis (Ackerman, 1958, 
pp. 68-79). This is analogous to an individual's emotional 
homeostasis and the idea that neurotic or even psychotic 
behavior is an "adjustment" - a sick, limiting, perhaps even 
an unrealistic adjustment to maintain a balance between internal 
and external forces.
Put another way, some families, like some individuals, 
seem to need a certain amount of chaos or conflict in their 
existence (perhaps to meet various kinds of sado-masochistic 
needs). They act in such a fashion as to perpetuate the condi­
tion (Chance, 1961, p. 154; Grunebaum, 1962, p. 465), The 
underachiever in this context becomes the one chosen to manifest 
the intra-familial struggle and maintain the distorted balance 
of the marriage (Wallach et al, 1960), The idea of the "chosen 
one" gains some support from the fact that rarely does more than 
one child in a family constellation manifest the underachieving 
symptom. As Sperry et al (1958) put it;
These boys have responded, for various reasons 
to a family pattern in which they were most 
eligible for the role of the unsuccessful one . . . 
the turning of events, the specific sources 
of parental resentment and the psychological 
fitness of the school to represent conflicts 
at home have contributed to the choice of the 
school as the area in which failure occurs (p. 111).
In this regard Derek Miller (1965) also points out that the
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adolescent's underachieving may fulfill a real family need. A 
great deal of psychopathology focuses on the underachiever. One 
commonly finds, that when you help the underachiever, that is, 
when he responds to treatment, you also get decompensation in 
other members of the family. Evaluation of the underachieving 
adolescent must also include some understanding of the function 
his symptom fulfills in the family organization.
The dynamic parent-child interactions of the underachiever 
are described in the case studies reported by Kimball (1952 and 
1953), Sperry et al (1958), Rubenstein et al (1959), Wallach et 
al (1960), Grunebaum et al (1962), Buxbaum (1964), Wilson et al 
(1967) and confirmed in a more systematically controlled research 
project published by Itorion D, Hall (1966),
Sperry and her group (1958), reviewing the case studies of 
seven boys, found that;
(1) The primary pattern of defense within the underachiever's 
family is renunciation and denial. They avoid confronting internal 
conflict by repression and external threat by denial. Repression 
of affect, secretiveness, pseudologia and actual deception 
dominate intra-family relationships, their communication with
each other and with those outside the family circle.
(2) The parents are oversolicitous, sensitive to the needs of 
others but deny their own needs and hesitate to protect their 
own feelings. They avoid competition, deny aggression and 
sexuality, and approve of self-sacrifice and self-effacement.
70
(3) Fathers see their underachieving sons as failures like 
themselves.
(4) Mothers are overprotective, ambivalent about their own 
femininity, and covertly hostile toward males.
Their observations are summarized in the following 
paragraph:
Though parents' defensive patterns influence all 
the children in a family . . . factors have 
come together to make the one we are studying 
the one to have severe learning difficulty. All 
of the children in this study are boys in families 
where mothers' covert hostility toward males, and 
the depreciated identification model offered by 
the father are factors that together discourage 
active striving for solution of the Oedipal 
situation and encourage retreat to a primarily 
pregenital dependent role in which certain genital 
satisfactions are also hidden (p. 103).
Grunebaum et al (1962), in a clinical study of eighteen 
underachievers, also finds the fathers of underachievers self- 
depreciating even in the face of demonstrated educational and 
occupational adequacy. They accept a self-derogatory role with 
an attitude of helpless resignation. They maintain a subtly 
dependent and helpless relationship to their wives, and their 
wives, in turn, seem to make this an unconscious condition for 
accepting their husbands. These fathers were thought to be in 
oedipal competition with their sons and could, accordingly, 
take neither pleasure from their sons' accomplishments nor pro­
vide approving support. They were "subject to infantile temper 
outbursts" toward both their sons and their wives.
Grunebaum outlines two kinds of parental interaction that they
71
associated with underachieving. In one kind, the mother holds 
the position of leadership and authority. Her husband and child­
ren see her as superior, and the husband agrees with her attitude 
that he is, indeed, inferior. They are joined in mutual denial. 
These women are ambivalent about their roles as wives and 
mothers, are threatened by masculinity, and need to compete with 
men as a constant denial of this threat. In order to maintain 
this defensive position, they select men who can be dependent and 
ineffectual, and, of course, the needs of this kind of woman meet 
the dependency needs of this kind of man. They strike a neurotic 
balance. These mothers, threatened by mature masculinity, 
cannot afford to let their sons become sexually mature, adequate 
men. They must necessarily overprotect and infantilize their 
sons.
In the second kind of parental interaction, the father 
apparently is authoritative and controlling. Ikidemeath he is 
not much different than the passive father described above. 
However, he denies his passive dependency needs by being 
aggressive and overcontrolling in a rather infantile, demanding 
fashion. The wives are often capable people, but they see 
their husbands* assertions to masculinity as powerful and very 
dangerous. They act in danger of constant attack which they 
frequently, subtly, provoke. They apparently have a masochistic 
need to suffer the sadism of their husbands' immature aggres­
sion. Again, a neurotic "balance" is achieved. In the course 
of maintaining this balance, the mother again overprotects and
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infantilizes her son. In the context of this relationship,
assertion and aggression are shown to the son as dangerous
and destructive. This view is encouraged by his mother’s "fear
and suffering." Thus he assumes a more acceptable, passive,
nonachieving role.
In both instances it is evident that the 
families tend to confuse aggression as it 
refers to hostile, hurting impulses with the 
aggressive activity that goes into learning, 
achievement, and success. This confusion leads 
to the unconscious equation that "to achieve is 
to hurt." The usual distribution of parental 
authority between both parents is strikingly amiss 
in these families (p. 466).
Dr. Derek Miller (1965), head of the Tavistock Clinic 
Adolescent Unit, in a lengthy personal discussion, described 
similar family interaction patterns among both the British 
and American families he had treated. He adds an additional 
interpretation to Grunebaum’s second kind of parental inter­
action. That is, the underachievers' mothers have been found 
to be using their sons as a weapon with which to attack the 
father. Her subtle use of the boy "as the barb of her spear" 
is not only a reflection of her problems with masculinity in 
general but also is seen as a direct attack on the father when 
his son, the projection of his own being, is encouraged to 
reject his own masculinity and thereby his father's. Miller 
also found that the underachieving behavior of the adolescent 
son is often a passive and very hostile counter-attack on 
both parents and, in extension, extra-family authority figures
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such as teachers, etc. He noted rather severe psychosexual 
disturbances among his underachievers. They presented 
considerable homosexual concern. They seemed to have to 
de-sexualize heterosexual relationships with extensive 
intellectualization and were often very hostile toward the girls 
they dated.
Hall (1966, pp. 182-191) accomplished a more systematic 
and controlled study than the clinical observations surveyed in 
the preceding papers. She used a structured interviewing technique 
with the parents of 20 "learning-inhibition" (LI) boys and the 
parents of 20 matched controls. Her operational definition of 
learning inhibition makes it essentially synonymous with 
underachieving. Both parents were interviewed separately but 
simultaneously in their own homes. All interviews were tape 
recorded. The children whose parents were the subjects of this 
research were matched for age, intelligence, socio-economic 
status, and classroom environment. The interview responses were 
analyzed in two ways, empirically examining individual items and 
by restructuring the data utilizing Becker's factor structuring 
technique. Predictions were made for each item and each factor 
on the basis of hypotheses drawn from contemporary ego psychology.
The LI mothers were more overprotective, displayed less 
affectional warmth than the control mothers; they expressed 
lower esteem for their husbands; were more severe regarding
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punishment and aggression, and expressed more dissatisfaction 
with their own role. They were more often presented as the 
authority figure in the family and displayed more child-rearing 
anxiety.
LI fathers described less warmth and more hostility than 
the control fathers. They were more readily punitive and were 
also more anxious about their own child-rearing roles. They 
reflected extremely low self-esteem and feelings of inadequacy. 
Their relationships to their wives were conflictuel and disap­
proving. The LI fathers also expressed greater disapproval of 
the mother’s relationship to her son, which was characterized as 
overprotective, dependency-fostering, and basically narcissistic 
rather than child centered.
Both LI parents evidenced the discontent and discord within 
the marriage, but the LI mothers were much more direct and open 
about it. As noted in the other studies, the LI father presents 
a negative evaluation of his wife and an even lower evaluation 
of his own worth. The LI mother has low self-esteem but has 
even less esteem for her husband. In contrast, the control 
mothers and fathers express high self-esteem and respect for each 
other. Hall calls attention to the fact that both theory and 
research in child psychology have neglected the father's role.
The greatest emphasis is most often placed on the mother, both in 
theory and in clinical practice (Harris, 1966, p. 9), minimizing 
the fact that the LI father provides a very poor model for 
his son in terms of competency, masculine role-effectiveness.
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and ego-integration. She points to the concurrence of factors
that produce the underachiever:
The LI son, at this point in his development, 
faces the specific and essential tasks of 
identification with a masculine model, intro- 
jection of parental values and incorporation 
of a sense of industry and achievement. It 
would appear that the occurrence of emotionally 
based learning inhibition symptoms so 
prominent among , . . clinic referrals is 
related to this concurrence of specific need 
in the child and specific inadequacies in the 
parent model at a crucial stage in the child's 
development (p. 184).
The results read very much like those of Sperry and Grunebaum,
detailed above. Hall's research supports their observations.
Since her hypotheses were derived directly from the theoretical
formulations of contemporary ego psychology and subjected to
controlled investigation, they also add experimental (as
opposed to clinical) support to the construct validity of the
theory.
Summary of Clinical Findings
A general description of the adolescent male with emotion­
ally based academic deficiency drawn from the clinical literature 
yields the following composite.
He is an adolescent with strong feelings of inferiority, 
passivity and prominent dependency needs. He often has a high 
level of free floating anxiety, associated with guilt and 
aggression. He denies and inhibits the direct expression of 
aggression though the fantasies presented in projectives 
represent considerable hostility and aggression particularly
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toward parental figures. He experiences a distant or domin­
ating father figure who discourages positive identification.
His oedipal struggles are largely unresolved. He avoids compe­
tition, especially with father. In a sense, being a boy and 
becoming a man is unconsciously perceived as competition with 
father. There is a primary feminine identification. This 
problem in sex-role identification is underscored by his limited, 
age-appropriate, heterosexual activity and by the degree of 
homosexual conflict and concern he presents. His dependency 
needs place him on the horns of a dilemma, generating a great 
deal of hostility and anxiety over fear of loss and abandonment 
and threat of destruction. On the one hand, he feels he must 
refuse to be a man in order to both keep and protect mother 
and to protect himself from the dangers of competing with 
father, while, on the other hand, his developing physiology 
and culture demand that he try to become a man. His relation­
ships to other people, to objects and, in a way, even to him­
self and his future are characterized by a lack of depth, 
feeling and Involvement, He makes a limited investment in the 
present and can conceive of his future only in very vague 
general terms.
The intensity of these conflicts contributes to poor 
impulse control and low frustration tolerance. To underachieve 
is not only a way to avoid the threat of competing successfully 
but also gives the underachiever a kind of negative control of 
his vague existence.
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The underachiever is defensive about his abilities and 
often has a magical denying sense of superiority that he needs 
to maintain. It is less anxiety-producing not to invest in 
learning or even in the non-intellectual aspects of his inter­
personal world, his social milieu. By not trying, the under­
achiever can at least "control" his failure and maintain his 
belief in his superiority. Failure after trying is more 
anxiety-producing than failure because of a rationalized 
refusal to invest. If one tries and does not succeed, his 
feelings of inferiority are necessarily intensified by the 
direct confrontation with failure, and it is also more diffi­
cult to maintain the belief in a magical sense of superiority.
His mother is a woman who has difficulty accepting her 
feminine role. She expresses her conflicts through her son. He 
is a neurotic extension of herself; therefore, she must hold on 
to him, limit his individuation, keep him passive or risk the 
anxiety of losing what has become an integral part of her own 
identity. Thus, she inhibits his growth and is particularly 
threatened by his developing erotic and aggressive drives. She 
depreciates early achievement, exploration and masculinity. His 
dependency needs are exacerbated by the threatened loss of her love 
and fear of abandonment. She may consciously deny this constriction 
by going to the opposite extreme, forcing curiosity and exploration, 
which results in excessive stimulation and increases the threat 
of internal and erotic aggressive impulses. She selects a passive.
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depreciated husband and assumes the dominant leadership role 
in the family. From this distorted model, the underachiever 
experiences aggression, dominance, learning and achievement as 
essentially feminine characteristics.
The underachiever is presented with an equally distorted 
model of masculinity. His father is either too weak a masculine 
figure or is in oedipal competition with him, making adequate 
resolution of oedipal struggles through latency and adolescence 
difficult if not impossible. The underachiever is in a constant 
state of ambivalence over the wish to be better than his father, 
and the fear of destroying or losing him by excelling him. Thus, 
the manifestation of fear of success or the need to fail. The 
associated mutual anxiety and guilt in both father and son 
generates a host of neurotic defenses. The underachiever is 
threatened with the loss of love and abandonment by the opposite- 
sex parent, and deprived of love and support by the parent of the 
same sex. He is unable to deal with the pressures of his internal 
conflicts. He resorts to denial, repression, and other constricting 
defense mechanisms that result in ego impairment.
As noted above, the theoretical framework of contemporary ego 
psychology, from which the conceptualizations of emotionally-based 
learning problems are derived, is based on the early theoretical 
formulations of Melanie Klein (1945) and Anna Freud (1949), Their 
applications have been expanded and discussed by Liss (1950) and 
Pearson (1952), Hartman (1958), White (1963), and Erikson (1959) 
have further refined and elaborated the theoretical constructs.
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It is the particular elaboration of Erik Erikson that provides 
the conceptual framework for this research. Review and applica­
tion of Erikson's conceptualizations are taken up in the next 
chapter.
COMMENT
The literature establishes that there are emotional rela­
tionships underlying the problem of academic deficiency. These 
findings add to the description and etiology of the underachieving 
syndrome. They contribute to better understanding of the problem, 
but there is a gap between this understanding and its application 
to the individual adolescent in both the educational and clinical 
settings,
Group variables such as anxiety, guilt-proneness, tough and 
tender-mindedness, and negative self-concepts are difficult to 
apply in a classroom. Family interaction variables not only 
cannot be dealt with in the classroom but are extremely difficult 
to treat in the clinic. The inference is that the clinician must 
deal with parents who have deep-seated character neuroses, and that 
the basic stability or the homeostasis of the family organization 
is in some way dependent upon the adolescent's underachieving 
syndrome. This seriously limits their motivation for change. 
Established group and individual therapeutic techniques 
leave a lot to be desired because of the great deal of time 
and expense they usually require, as well as the fact that 
each technique carries with it significant theoretical and
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practical limitations. There is also the very real problem of 
the limited availability of professionally qualified personnel to 
accomplish any therapy that may be prescribed.
If academic deficiency is indeed a function of ego impair­
ment, efforts can be made to make treatment more specific.
Methods applicable in either the academic or clinical setting 
which do not directly involve reticent parents and which can take 
advantage of the adolescent's developmental need to function more 
independently of his parents may be found to treat or at least 
limit the effects of ego impairment.
If the applicability of Erikson's developmental conceptuali­
zations can be demonstrated, developmental, phase or stage- 
specific, preventive or compensating procedures might be 
developed for application in the academic setting. Treatment 
could also be enhanced by taking advantage of both stage-specific 
developmental goals and by greater awareness of stage-specific 
basic conflicts or crises as manifested within the individual 
adolescent underachiever.
The research to date emphasizes group findings and parent- 
child interaction. There is a need for better understanding of 
the intra-individual processes that result in ego impairment and 
are subsequently manifested in academic deficiency.
It is hoped that this research will add to the under­
standing of academic deficiency and that it will contribute 
to bridging the gap between etiology and the pragmatic need
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for the application of knowledge and skills to encourage 
personality change and emotional health.
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ERIKSON
Every scientific discipline develops its own concepts and 
language, and evolves a unique frame of reference. This is often 
necessary for precision of thought and meaning. However, varied and 
independent observations of the same object not only fractionate the 
perception of the observed object, but also isolate the observers 
into jealous communities (or university departments), with little 
communication with or understanding of each other's roles and contri­
butions. Sometimes the techniques and specific languages of respec­
tive disciplines become so elaborate that the object studied becomes 
obscured. Nowhere does this seem more frequent than in the many 
disciplines organized for the study of man.
Occasionally an editor with a broad perspective (e.g., J. Me. V. 
Hunt and Gardner Murphy) can unify or systematize the contributions 
of different disciplines. More rare is the scientist with originality 
whose integration becomes a significant innovation. In the study of 
human behavior, Erik H. Erikson is such a man. He has combined the 
facts of biological development with the broad cultural, immediate 
social, and familial contexts in which the person must grow. Many 
writers feel that he successfully integrates the contributions of 
individual and social psychology, psychoanalysis and cultural anthro­
pology into a lucid, pragmatic bio-social theory of personality 
development (Inkeles and Levinson, 1956; White, 1963; Friedenberg,
1966).
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Robert White (1963), in the monograph "Ego and Reality in
psychoanalytic Theory," says;
Erikson's account is the first one to do justice in 
more than a schematic way to both the processes of 
inner development and the influence of social and cul­
tural surroundings. , . His well known eight stages, 
presented first in Childhood and Society (1950) and 
amplified in "Identity in the Life Cycle" (1946 to 
1956) are the result of a searching attempt to 
establish the part played by the surrounding culture 
in individual growth. Erikson sees parents not only 
as individuals with their own traits but also as 
transmitters of cultural expectations. In both 
capacities they undertake to regulate the child's 
behavior, but in view of the interactive nature of 
all human relations, this is seen as a process of 
"mutual regulation" to which the child's activity 
makes a significant contribution. In the back of the 
parents' minds there may be a cultural time-table 
of what to expect of a child at each stage, but the 
child's developing behavior plays an indispensable 
part in evoking the success of expectations. The 
stages in the growth of an 8-year-old are thus deter­
mined from the child's side by his evolving sensori­
motor capacities and cognitive grasp as well as by 
the instinctual developments postulated by Freud.
Once more, we find the facts of sensorimotor develop­
ment being summoned to assist in building psycho­
analytic ego psychology (p. 19).
Erikson arrived at this theoretical formulation through a rather 
broad, historical view of the development of man and the social, 
cultural and psychological context in which he grows. He is a 
man with roots in many disciplines. Initially he was an artist 
(which he refers to as a "European euphemism for a young man with 
some talent and nowhere to go") with an artist's broad and sensi­
tive awareness of the cognitive forms and expressions of people 
and an artist's sensitivity to the "context and backgrounds" of 
observation (White, 1963, p, 20),
He draws on personal experience and research in cultural
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anthropology (1945), social psychology (1954c, 1960, 1964b), 
human development (1951, 1958a), child and adult psychopathology 
(1954b, 1958b) and psychoanalysis (1954a, 1956). He integrates 
the observations from these often divergent areas into a theore­
tical conceptualization of "healthy" personality (ego) develop­
ment with what is recently referred to in his book. Insight and 
Responsibility (1964a), as "psychoanalytic insight."
For Erikson, personality development is directly related to 
physical growth, which provides the organism with progressively 
more differentiated individual capacities. With the more highly 
developed sensory modalities, intellect and physical capacities 
which accompany advancing age, the individual is faced with an 
expanding radius of social demands and expectancies which lead 
to opportunities as well as limitations imposed by both himself 
and the culture. Although his theory is psychoanalytic, Erikson 
broadens the Freudian concept of pleasure seeking for erogenous 
zones with what he calls "modes," Modes refer to generalized 
patterns of behavior in the motor and cognitive spheres. The 
individual's development from oral to anal to phallic stages is 
determined by the physiological development of his sensorimotor 
potential, supplemented by changes in his overall sensitivity to 
himself and the world about him.
As noted in Chapter I and detailed below in Figure I, "Diagram 
of Erikson's Conceptualization of the Development of Ego Identity," 
Erikson divides his concept of development into eight stages, each 
with its own physical prerequisites and emotional precursors, each
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with its own developmental challenges or psycho-social crises.
The psycho-social crises of each stage are a function of the intra- 
and inter-personal conflicts which must be adequately resolved 
and integrated for the successful negotiation of each subsequent 
crisis stage. These normal developmental "crises" occur in 
sequence, and each limits or enhances the development of the per­
sonality, Each stage has its criteria of relative psycho-social 
health. Whether development is limited or enhanced is a function 
of the degree of resolution which is achieved in each crisis 
stage. By the conclusion of each crisis stage, the component of 
personality which is related to that specific psycho-social stage 
will have developed or become crystallized in a more or less 
lasting form. It is not expected that each or any of the crisis 
stages will be completely or "perfectly" resolved.
The unsuccessful resolution of any given crisis stage will 
make the resolution of subsequent crisis stages more difficult.
In addition, the weakness in one or more stages of psycho-social 
development will be reflected in the mature personality.
Since this research is limited to adolescents, we are primarily 
concerned with crisis stages I through V, Infancy through Adoles­
cence, These are described in detail in the following section,
SPECIFIC CRISIS STAGES AND THEIR DERIVATIVES
First Crisis Stage; Infancy
In the first stage the person must develop a sense of basic 
trust. The crisis of Infancy is a function of the child's relationship
88
to his mother or mother figure. Food, love, and security are 
initially incorporated orally as a consequence of the process of 
mothering. The warmth, dependability, and consistency he experi­
ences from the mothering process help develop his confidence in 
himself and the limited radius of the world he can perceive. This 
radius widens as he develops increased cognition and can begin to 
incorporate through his eyes, ears, and other perceptual modes as 
well as orally. In the latter part of this stage, he becomes in­
creasingly aware of himself as a distinct person. He may perceive 
this differentiation as a loss of mother, a loss of part of him, 
or a degree of abandonment for which he is responsible. As Erikson 
notes ;
It is against the combination of these impressions of 
having been deprived, of having been divided, and of 
having been abandoned, all of which leave a residue of 
basic mistrust, that basic trust must be established 
and maintained (1959, p. 61),
Erikson labels the precursors to establishing a positive ratio
between basic trust and its counterpart basic mistrust. Unipolarity
and Premature Self-Differentiation, Unipolarity is defined as a
, , , dominant sense of the goodness of individual exist­
ence, While still vulnerably dependent on direct, con­
tinuous, and consistent maternal support, an actual sense 
of the reality of good powers outside and within oneself 
must be assumed to arise (1959, p. 140).
Premature Self-Differentiation, the negative counterpart to 
unipolarity, is characterized by "a diffusion of contradictory 
introjects and a predominance of fantasies which pretend to coerce 
hostile reality with omnipotent vengeance" (1959, p, 140),
When a sense of premature self-differentiation is predominant, 
the infant develops a basic sense of mistrust.
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From the ratio of a sense of unipolarity versus the sense of
premature self-differentiation, Erikson establishes his criteria of
health vs ill-health for the first stage; Trust vs. Mistrust. If
the resolution of this first crisis is essentially positive and a
sense of unipolarity is predominant, the infant develops a sense of
trust in himself and the world about him. As stated by Erikson;
The general state of trust, furthermore implies not only 
that one has learned to rely on the sameness and continuity 
of the outer providers but also that one may trust oneself 
and the capacity of one's own organs to cope with urges; 
that one is able to consider oneself trustworthy enough 
so that the providers will not need to be on guard or to 
leave (1959, p. 61).
As the individual matures psychologically and his life experi­
ences widen, the experience of a healthy basic trust (or its con­
verse, mistrust), becomes more differentiated and is manifest by 
primary and a number of secondary derivatives. The primary deri­
vatives for the first crisis stage are; Time Perspective vs. Time 
Diffus ion.
Time perspective implies that there is sufficient trust in 
the world and in oneself to allow for the delay of immediate grati­
fication of wishes or desires in order to obtain a future goal.
The negative derivative, time diffusion, is manifested in subse­
quent psychological functioning, by general attitudes and feelings 
which represent mistrust in the future, or the inability to 
endure any aspect of life which demands delay such as waiting or 
making long-term plans.
This transposition of trust to a temporal concept is explained 
by Erikson in the following:
90
, . • the conception of temporal cycles and of time 
qualities is inherent in and develops from the first 
experience of mounting need tension, of delay of satis­
faction and final unification with a satisfying "object."
As tension increases, future fulfillment is delayed, 
moments of impotent rage occur in which anticipation 
(and with it, future) is obliterated; the potential of 
an approaching potential satisfaction again gives time 
a highly condensed quality of intense hope and fear of 
disappointment . . .  all this contributes the temporal 
element to the formation of basic trust, i.e., the inner 
conviction that . . .  sufficient satisfaction is suffi­
ciently predictable to make waiting and "working" worth­
while . . . (thus) . . , Attitudes which represent a 
mistrust of time; every delay appears to be a deceit; 
every wait an experience in impotence; every hope a 
danger; every_plan a catastrophe; every potential 
provider a traitor (1959, p. 141),
A nunher of more specific secondary behavioral derivatives are de­
duced from this general postulate. They are;
1, Basic mistrust in others or belief in the trustwor­
thiness of others,
2, Sense of urgency and also of a loss of consideration 
for time as a dimension of living,
3, Attitude on the part of the individual of having 
missed his opportunity for success; a feeling of having suffered 
a premature and fatal loss of useful potential,
4, Impulsivity or low frustration tolerance; the ina­
bility to delay impulse relates to poor concentration and limited 
ability to sustain attention,
5, Poor object relations; the individual cannot trust 
enough to incorporate people or things,
6, Diffuse parameters; the past, present and future 
become vague and diffuse.
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7. Greater utilization of fantasy as a mechanism for 
controlling omnipotence and rage.
Second Crisis Stage; Early Childhood
The crisis or conflict of the second stage of the psycho­
social development is autonomy vs, shame and doubt. This struggle 
is a function of the child's increased physiological development and 
control of incorporating, retentive and eliminative muscle systems. 
Along with these evolving physical capabilities comes a social 
radius that has expanded from the mothering figure to include the 
immediate family. This stage brings to the fore all the mutual 
expectancies and controls the family and the child demand of each 
other while the child is developing an initial sense of individual­
ity. With its emphasis on controls, on retention and elimination, 
this stage is analogous to psychoanalysis' anal stage. To quote 
Erikson;
The overall significance of this stage lies in the matur­
ation of the muscle system, the consequent ability (and 
doubly felt inability) to coordinate a number of highly 
conflicting action patterns such as "holding on" and 
"letting go," and the enormous value with which the still 
highly dependent child begins to endow his autonomous 
will, , , This stage, therefore becomes decisive for the 
ratio between love and hate, for that between coopera­
tion and willfulness and for that between the freedom of 
self-expression and its suppression (1959, p. 68),
The precursors to autonomy vs, shame and doubt are Bipolarization vs 
Autism, The achievement in infancy of a predominant sense of uni­
polarity, that is, trust in oneself and the world, permits bipolar­
ization or what in psychoanalytic terms is referred to as object 
cathexis. Bipolarization refers to the persistent ambivalence of 
early childhood. There is the evolving differentiation of identity;
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the "I" and "you," "me" and "mine." There is the demand to stand
on one's own feet, along with the realization that one is still
vulnerable and dependent. There are the ambivalent external demands 
for better controls and growth manifest in the processes of toilet 
training, learning to walk, talk, etc., which allow a child to 
feel that to experiment with choice is both permissible and desir­
able, and which, in turn, leads to the development of a healthy 
sense of autonomy. The criterion of psychosocial health for this
stage is this sense of Autonomy,
If the child's experiences with the significant persons in the 
limited social radius of his immediate family do not allow for the 
development of a healthy sense of autonomy, then he is forced to 
look upon his natural impulses for autonomy as dangerous to himself 
and others and somehow forbidden. The object with dangerous and for­
bidden feelings is felt to be a bad object. He withdraws into a form 
of autism which leads to the criterion of ill-health; A sense of 
Shame and Self-Doubt. Erikson describes the rationale for this autism;
If outer control by too rigid or too early training in­
sists on robbing the child of his attempt gradually to 
control his bowels and other functions willingly and by 
his free choice, he will again be faced with a double 
rebellion and a double defeat. Powerless in his own 
body (sometimes afraid of his bowels) and powerless 
outside, he will again be forced to seek satisfaction 
and control either by regression or by fake progression.
In other words, he will return to an earlier, oral 
control . . , or he will pretend an autonomy and an 
ability to do without anybody to lean on which he has 
by no means really gained (1959, p. 68),
Shame is the experience of self-consciousness, of feeling ex­
posed and looked at. It is "being with a public history," Doubt
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concerns the reliability and reconcilability of the whole span of 
childhood. It is the adolescent manifestation of initial basic 
mistrust that has persisted through each of the preceding crises. 
Mistrust becomes doubt about one's own tools, capabilities and 
realities; and doubts about the reliability, purposes and meanings 
of adults, past and present.
The primary derivatives of early childhood that are deduced 
from autonomy vs, ahame and doubt are a sense of Self-Certainty 
vs, a sense of Identity (Self-)Consciousness,
Self-certainty is the lasting sense of autonomy and pride 
that is the product of "establishing self-control without the loss 
of self-esteem." Identity (self-)consciousness is a function of 
the lasting sense of doubt and shame that comes from "the feeling 
of muscular and anal impotence, the loss of self-control, and of 
associated parental overcontrol" (1959, p. 68).
The secondary derivatives which are deduced from the crisis 
of Early Childhood are;
1, A feeling of uncertainty or self-confidence as to the 
correctness of the courses of action which the individual has followed,
2, A sense of independence in that the individual com­
fortably makes decisions and lives his life without being primarily 
dependent upon his family guidance,
3, A fear of being shamed or publicly exposed to peers 
and leaders,
4, An angry pretense of autonomy in a form of isolation,
5, A defiant shamelessness.
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Third Crisis Stage; Play Age.
By this time the child's social radius encompasses parents, 
siblings, and play groups. He has developed greater mobility and 
language skills which, in turn, force greater interaction both in 
reality and in fantasy. This is also the stage of infantile 
sexual curiosity and occasional overconcern with sexual matters.
It is analogous to the oedipal stage.
In this period the child develops a predominant sense of Ini­
tiative or Guilt, The precursor to establishing initiative is Play 
Identification, that is, the child begins to engage in role taking 
activities with adults and peers. In this process, Erikson says;
He begins to make comparisons and is apt to develop un­
tiring curiosity about differences in sizes in general 
and sexual differences in particular. He tries to compre­
hend possible future roles or at any rate understand what 
roles are worth imitating. His learning now is eminently 
intrusive and vigorous; it leads away from his own limi­
tations and into future possibilities, , .
The intrusive mode dominating much of the behavior of 
■^ this stage characterizes a variety of configurationally 
'similar' activities and fantasies. These include the 
intrusion into other bodies by physical attack; the 
intrusion into other people's ears and minds by aggres­
sive talking; the intrusion into space by vigorous 
locomotion; the intrusion into the unknown by consuming 
curiosity (1959, p. 76),
He must develop the initiative to test and experiment with those
possibilities he conceptualizes, in reality and in fantasy, as a
basis for an adequate sense of ambition and independence.
Opposing initiative is guilt. Its precursor is the oedipally-
bound Fantasy Identity that the child must work through in the
process of establishing identifications with the parents of the
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opposite sex. The anxiety and constriction generated by a pre­
occupation with oedipal fantasies limits his freedom to invest 
in and master the techniques of play identification and leaves 
him with a predominant sense of guilt. Thus the criterion for 
health and ill-health for this third crisis stage is Initiative 
vs. Guilt.
The primary positive derivative from initiative is a freedom 
for curiosity and psychosocial Role Experimentation, The negative 
derivative from a predominant sense of guilt is the self-limiting 
choice of a Negative Identity, In the choice of a negative iden­
tity the individual feels that he cannot live up to the expecta­
tions of others (or himself) and attempts to define some role or 
identity in which he can feel some semblance of security - some 
sense of being, Erikson notes that;
Where the identity crisis breaks through to the oedipal 
crisis and beyond it to a crisis of trust, the choice of 
a negative identity becomes the only form of initiative 
a youngster can manifest, that is, a complete denial of 
guilt or a complete denial of ambition as the only ways 
of managing guilt (1959, p. 144).
The secondary derivatives are;
1, Contempt for and a tendency to deny background, hos­
tility toward roles considered proper and desirable in one's family 
or immediate community,
2, Inability to achieve emotionally comfortable role 
experimentation in adolescent subsocieties where discipline and 
boundaries are provided by the group.
3, The feeling that one's worth as a person is a function
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of what he is doing, or what he may do next, not of what he is as 
an individual.
Fourth Crisis Stage; School Age
The child adds teachers and other significant adults to his 
social radius in this fourth crisis stage. He is now ready to see 
how things are done and to try to do them as his physical capabili­
ties and initiative grow. He goes to school. He is ready to 
participate in and share tasks and responsibilities with other 
children. He is also ready to draw some of his sense of identity 
from teachers and ideal prototypes. At this stage, being someone 
is concretized to being someone who knows and does something speci­
fic, a plumber or a baseball player, a pilot or a teacher. Iden­
tity, then, is a function of what one does and how well he does 
it. The child now needs to do and make things which are real, 
are actually useful, and are therefore important because they rep­
resent a sense of participation in the real work-world of adults. 
School age is the period of latency and as Erikson notes;
The school age significantly follows the oedipal stage;
The accomplishment of real (and not only playful) steps 
toward a place in the economic structure of society per­
mits the child to reidentify with parents as work and 
tradition bearers rather than as sexual and familial 
beings, thus nurturing at least one concrete and more 
'neutral' possibility of becoming like them (1959, p. 128),
Work Identification, the precursor to the positive resolution of
this stage, is the constructive redirection of instinctual aims from
which the child develops a sense of achievement or accomplishment. It
is also the positive identification with those who know things and how
to do things. It makes possible the anticipation of satisfaction
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from future work identifications or roles, A sound work identifica­
tion leads to the development of a sense of Industry which is the 
criterion of psychosocial health for this stage.
Identity Foreclosure is the precursor to the criterion of psycho­
social ill-health; A sense of Inferiority. It implies a premature 
closure of the ever-expanding process of developing healthy ego 
identity. The deep sense of personal inadequacy or mistrust in one's 
own physical and emotional resources forces this foreclosure, in 
which the individual defensively inhibits his development or regresses 
to maintain a position of dependency, of being cared for, or being 
protected against one's own inferiority. Where a sound work identity 
does not develop, this feeling of insecurity and deep sense of per­
sonal inadequacy and fear of competition develops in its stead.
It should be noted that this feeling of insecurity can be the 
product of many things - internal and external. For example, it 
could be the function of unrealistic parental demands being made 
upon the child; of inadequate resolution of the previous psycho-social 
crises; or of an unrealistic ego ideal, willing to settle only for 
omnipotence or omniscience. Whatever the reason, the individual is 
excluded from that experimental competition in play and work through 
which he leams to find and demand his kind of achievement and work 
identity.
The primary derivatives from a sense of industry vs. inferiority 
are Anticipation of Achievement vs. Work Paralysis,
Anticipation of achievement as a source of pleasure and recog­
nition is a function of the fact that one leams that work completion
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gives one a sense of accomplishment, reflects capability and is direct 
evidence of personal adequacy.
Work paralysis is a function of so severe a sense of inferiority 
and inadequacy that one can invest in no external source of identity 
or gratification and is, in effect, immobilized.
The secondary derivatives are;
1, Difficulty anticipating achievement and work endeavors 
which are a source of pleasure and recognition,
2, Inability to concentrate on required or suggested tasks,
3, Goals that are vague or grandiose,
4, Excessive awareness as well as abhorrence of competition,
5, Fears of competing with father, directly or indirectly.
6, A subtle need to fail or an inability to complete
tasks.
Fifth Crisis Stage; Adolescence
Adolescence is a particularly crucial stage of development 
during which so many physiological changes, needs, roles, and defenses 
must be integrated and crystallized into a sense of identity. 
Adolescents are sometimes morbidly preoccupied with what they appear 
to be in the eyes of others as compared with what they feel they are 
and with the question of how to connect their previously developed 
roles and skills with their current ideals and prototypes, The 
individual's social radius now extends to cliques, social prototypes, 
and heterosexual relationships, through which he must reconcile his 
self-concept and his community's concept of him in order to achieve 
a sense of "inner continuity and social sameness," Erikson refers
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to this period as a "psychosocial moratorium" during which the
individual integrates his experiences (what he was as a child)
into a sense of identity with which he can successfully confront
the demands of adulthood (what he is about to become). He describes
the function and purpose of the psychosocial moratorium in the
following statement;
Social institutions support the strength and distinctive­
ness of work identity by offering those who are still 
learning and experimenting a certain status-of-the- 
moratorium, an apprenticeship or discipleship character­
ized by defined duties, sanctioned competitions, and 
special freedoms, and yet potentially integrated with 
hierarchies of expectable jobs and careers, castes and 
classes, guilds and unions (1959, p, 145).
The precursors to adolescence are simply stated as the Four Previous 
Stages and thus emphasize the integrating and crystallizing aspects 
of this particular crisis stage. In a sense, this is an organizing 
and regrouping period during which the individual marshals his 
forces for a realistic advance to successful maturity.
The criterion of health for the crisis stage of adolescence 
is the development of a sound Ego Identity, The criterion of ill- 
health is Identity (Ego) Diffusion,
The crisis of adolescence, the ego identity crisis, is espe­
cially significant for the healthy resolution of the three subse­
quent stages; Young Adulthood, Adulthood, and Mature Age,
Ego identity is defined as the psychosocial equilibrium neces­
sary for the individual to make a satisfactory adjustment as an 
adult, both intrapersonally and to his society. A sound ego 
identity includes; a clear perspective of the future, an adequate
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self-concept, an ability to relate positively to others, and an
inner assuredness of anticipated recognition from those who count.
Following is Erikson’s summary definition of ego identity:
The growing and developing young people faced with this 
physiological revolution within them, are now primarily 
concerned with attempts at consolidating their social 
roles. They are sometimes morbidly, often curiously, 
preoccupied with what they appear to be in the eyes of 
others as compared with what they feel they are and with 
the question of how to connect the earlier cultivated 
roles and skills with the ideal prototypes of the day 
. . .  The integration now taking place in the form of ego 
identity is more than the sum of childhood identifica­
tions, It is the inner capital accrued from all those 
experiences of each successive stage, when successful 
identifications led to a successful alignment of the 
individual's basic drives with his endowment and oppor­
tunities, , , the sense of ego identity then, is the 
accrued confidence that one's ability to maintain inner 
sameness and continuity (one's ego in the psychological 
sense) is matched by the sameness and continuity of one's 
meaning for others (1959, p. 89),
With the term identity diffusion (or ego diffusion), the cri­
terion of ill-health, Erikson suggests a "split of self-images, . , 
a loss of centrality, a sense of dispersion and confusion and a 
fear of dissolution" (1959, pp. 122-123), It is a function of the 
accrued doubt and feelings of inferiority that result from the 
predominantly poor resolution of the preceding four crisis stages. 
The individual is both unsure of his own capabilities and unable 
to accurately evaluate what others expect of him.
Identity diffusion results in a disturbed sense of workmanship 
which includes learning and academic problems, because it is often 
manifest in an inability to concentrate on required or suggested 
tasks and in a self-destructive preoccupation with some one-sided 
activity. There is also an oedipally related excessive awareness
LOI
as well as an abhorrence of competition. Erikson explains the 
intolerance, clannishness, negativism, and inappropriate ideali­
zations of some adolescents as a necessary defense against the 
threat manifest in the sense of identity diffusion. He says:
It is difficult to be tolerant if deep down you are not 
quite sure if you are a man (or a woman), that you will 
ever grow together again and be attractive, that you 
will be able to master your drives, that you will really 
know who you are, that you know what you want to be, that 
you know what you look like to others, and that you will 
know how to make the right decisions without, once and 
for all, committing yourself to the wrong friend, sexual 
partner, leader, or career, , , To keep themselves 
together they temporarily over-identify, to the point of 
apparent complete loss of identity, with the heroes of 
cliques and crowds, , . They become remarkably clannish, 
intolerant and cruel in their exclusion of others who 
are "different" in skin color or cultural background * 
in tastes and gifts and often in entirely petty aspects 
of dress and gesture arbitrarily selected as the signs 
of an in-grouper or an out-grouper (1959, pp. 92-93),
There is a temporary defense against identity diffusion in the sort 
of reactive identity that adolescents establish by forming cliques 
and by stereotyping themselves, their ideals and their enemies.
The primary derivatives of identity vs, identity diffusion 
are Solidarity vs. Social Isolation.
The sense of solidarity is a function of the successful inte­
gration of the accrued identity forming experiences into a solid, 
stable, acceptable ego identity with which the adolescent can 
confidently approach the demands of adulthood.
Social isolation, the negative derivative, is a withdrawal 
from interpersonal relations to maintain some sense of cohesion (if 
only in fantasy) while suffering a sense of identity diffusion.
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The secondary derivatives are:
1, An adequate self-concept,
2, A sense of psychosocial well being; being at home in 
one's body,
3, The ability to relate positively to others,
4, An inner assuredness of anticipated recognition from 
those who count,
5, Recognition of one's self-concept and the response or 
recognition of the community's conception of one's self,
6, The individual has a sense or feeling of knowing what 
his plans and goals are and where he is headed in the foreseeable 
future,
7, A tendency to be depreciative of others as well as
oneself,
8, An avoidance of competition,
RELATIONSHIP TO OTHER THEORIES OF PERSONALITY
Erikson's is a psychoanalytic theory. However, it varies signi­
ficantly from other neo-Freudian social psychological theories such 
as those of Horney, Adler, Fromm, and Sullivan. In his stages of 
development, he integrates the major emphases of each of these 
writers, in the context of the inborn needs and capabilities that 
are manifest in the processes of psychosexual and psychophysiological 
development. He does not seem to overemphasize or limit his focus 
to one major area of interpersonal relations or another, e.g,, the
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family (Horney), the "mothering one" (Sullivan) or their societal 
context (Fromm).
Although there are numerous differences in emphasis and struc­
ture, Erikson's theory is very much like the biosocial theory of 
personality postulated by Gardner Murphy (1947), While Erikson's 
concepts and terminology are more difficult to comprehend than Murphy's, 
they also appear to be somewhat more systematically interlocked.
Murphy's approach is very broad, holistic, and pointedly eclectic, 
Erikson is much less broad, also holistic, and obviously psychoana­
lytic, The concept of the expanding social radius, tied closely to 
development through the psychosexual stages and psychosocial modalities 
gives the impression of a more systematic framework to Erikson's 
conceptualizations. Nevertheless, many of Mirphy's concepts could 
readily be integrated into Erikson's theory,
r e s e a r c h  ba se d o n  ERIKSON'S THEORY
The frequency of references to Erikson's work in the literature 
is a reflection of the increasing interest and applicability of his 
conceptualizations. The 1950 Mid-Century White House Conference on 
Children and Youth (1951) chose Erikson's theory to serve as the basis 
for discussion of personality development because it most effectively 
allowed for the consideration of the viewpoints of all social and 
behavioral science disciplines.
A number of theoretical discussions have appeared that compare 
and contrast and attempt to integrate and apply Erikson's psychosocial 
epigenic conceptualizations, (Tabachnic, 1965; Holt, 1960; Jacobson,
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1964; Maier, 1965). Wheelis's (1958) The Quest for Identity and
Lynd's (1958) On Shame and -Research for Identity are books that
r
were very much influenced by Erikson’s approach to Identity.
In view of this interest and popularity, it is surprising and 
somewhat disappointing to note that only four studies have been 
published which are based on his theoretical formulations.
None of the published research deals with either the specific 
problem of underachieving or represents clinical research. How­
ever, they each seem to add support to Erikson’s concept of ego 
identity, particularly to the ego identity diffusion continuum.
The first study (Hess and Hink, 1959) was a function of a 
larger research project on Erikson’s concept of the process of iden­
tity formation in adolescence. This larger work is, as yet, unpub­
lished. The project being considered here was actually a pilot 
study to compare the use of a forced versus free Q-sort procedure on 
"areas and dimensions" derived from Erikson’s concept of identity.
Hess and Hink constructed a balanced design covering the areas 
of occupation, social role and sex role and the dimensions of 
autonomy in making decisions, feelings of competence in present 
or future role performance, and definiteness of the individual’s 
identity decisions. A total of 72 items was paired, one item deal­
ing with "positive" identity while its mate dealt with the "diffuse" 
identity counterpart. This gave 12 pairs of items for each 
dimension that were sorted on a ten-interval scale. The subjects 
were small groups of 11th graders, i.e., 16- to 17-year olds.
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The free and forced sorts did not give strikingly different 
results. They found considerable intra-individual variation in both 
sorts and in their test, retest procedure with an interval of one 
week. They attributed this lack of stability to the differences 
between self-concept (a private image of oneself), and self­
representation (the manner in which the individual presents himself 
to the outer world), which could not be dealt with adequately with 
the limited number and kinds of items they used.
The contribution this report makes to the study of Erikson’s 
theory is, of course, an indirect one. Hess and Hink, in analyzing 
intra-individual responses found that the relationship between self- 
concept and self-representation is indeed a significant one. This 
supports Erikson’s contention that a sound ego identity is in part 
a function of, "an inner sameness and continuity," That is, one’s 
inner feelings about oneself should be essentially coincident with 
the way one wants the outer world to see him. This is more commonly 
referred to as the self-concept versus the ideal self, which is the 
emphasis of the research to be considered next,
Gruen (1960) presents experimental verification of Erikson’s 
concept of ego identity in his study entitled "Rejection of False 
Information About Oneself as an Indication of Ego Identity," Gruen 
hypothesized that a person with a sound ego identity will demonstrate 
evidence of his psychosocial stability by rejecting evaluations of 
himself which are made by others, if these evaluations do not coincide 
with his own self-concept. Conversely an individual manifesting
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evidence of ego diffusion will be prone to accept the evaluation made 
by others, even if these evaluations do not coincide with his own 
self-concept. Forty-five college students, ranging in age from 18 to 
24 years, served as subjects. They were asked to perform a Q-sort 
of 100 items descriptive of personality characteristics. The items 
were sorted first on the basis of the subject’s real self and then 
his ideal self, A discrepancy correlation score between real and 
ideal self was used as the measure of ego identity. As postulated by 
Erikson, there should be little discrepancy between the real and 
ideal self in subjects with sound ego identity. After a period of 
one week, the subjects were presented with personality sketches and 
told that these had been drawn up on the basis of the Q-sort results. 
Actually, the sketches were identical and wholly unrelated to the 
test materials. Two ten-point rating scales were then administered 
to allow for rejection of the personality sketch. The subjects were 
required to rate how effective the basic Q-sort had been in revealing 
personality, and the degree to which the sketch pointed out important 
characteristics of the subjects' personalities. Persons demonstra­
ting a high degree of ego identity rejected the personality sketches 
as predicted. The results were statistically significant at the ,01 
level of confidence, Gruen concluded that his hypothesis was fully 
supported and that the results lend additional validity to Erikson’s 
concept of ego identity,
Bronson (1959) demonstrates Erikson’s concept of ego diffusion 
in a ’’normal’’ adolescent group. He hypothesizes that ego diffusion.
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which is not necessarily of pathological proportions, is a frequent 
characteristic of individuals who are passing through adolescence.
He uses a modification of Osgood's semantic differential technique 
and ratings from a recorded, semi-structured interview to assess 
four characteristics of psychosocial behavior which Erikson postu­
lates as indicative of ego diffusion. Forty-six female undergradu­
ates were used as subjects. On the basis of intra-correlations of 
these measures, each of the four characteristics of ego diffusion 
postulated by Erikson was found to be meaningful. Bronson concluded 
that " . . .  the construct of identity diffusion is a measurable 
preliminary of personality development" (p. 416). He further con­
cluded that the construct of identity diffusion holds considerable 
promise in understanding the seemingly unrelated manifestations of 
adolescent behavior as well as the social effectiveness of adults.
In addition to its importance as an integrating construct in adoles­
cent psychology, identity diffusion can also be seen as a signifi­
cant concept in a study in adult personality difference.
The fourth and most recent study reported is an exceptionally 
well-done piece of research, Rasmussen (1964) wanted to demonstrate 
the concept of ego identity in a real-life situation. Rasmussen's 
subjects were military recruits. One of the rare environmental 
situations in which all of the psychosocial stresses are encapsu­
lated is the nine-week military recruit training period. The recruit 
has to deal with the combination of physical intimacy, competition, 
definitive occupational choice, and self-definition, all of which 
are a function of the ego identity diffusion concept. Like Gruen,
108
he approached ego identity through the study of self-concept and 
was concerned about the relationship of the concept of ego iden­
tity to effective psychosocial functioning.
To investigate Erikson's concept of ego identity, Rasmussen 
devised an Ego Identity Scale (EIS) based on rather concrete 
derivatives from the criteria of health and ill-health of each of 
Erikson's crisis stages, which is analogous to the use of the ego 
identity diffusion continuum seen in other research. He adminis­
tered the se If-acceptance scale from Gough's Adjective Check List 
(ACL) to compare with the EIS and as a means of testing the construct 
validity of the concept of ego identity. The adequacy of a re­
cruit's psychosocial adjustment was evaluated with a sociometric 
peer nomination form which had been developed, and whose relia­
bility had been demonstrated, in this same military setting.
The EIS and the ACL were administered to 19 companies of 
recruits (N=1400) at the beginning of training. The peer nomination 
form was administered five weeks later to each of the 19 companies. 
This allowed the recruits time to define their roles in training and 
become acquainted with their peers. The three men in each of the 19 
companies (of 70 men) with the highest scores on the peer nomination 
form were selected as the group manifesting adequate psychosocial 
adjustment. The three men in each company with the lowest scores 
comprised the group whose adjustment was considered poor. Because 
of certain attrition factors, he ended up with 56 subjects in the ad­
justed ego identity group and 51 subjects in the poorly adjusted iden­
tity diffusion group. He then compared the respective EIS and ACL
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scores of these two groups. The results supported his hypothesis,
(P ^  *01), that individuals who demonstrate differences in the ade­
quacy of their psychosocial adjustment will also show differences in 
ego identity. That is, the better the adjustment the greater the ego 
identity. The other hypothesis, that persons presenting evidence of 
satisfactory ego identity will demonstrate a greater degree of self­
acceptance than will individuals presenting evidence of ego diffusion, 
was also supported beyond the ,01 level of significance,
Rasmussen concludes that his work lends support both to the 
value of Erikson's theory in the systematic study of personality and 
to his position that an adequate ego identity is necessary for a person 
to cope effectively with his social and cultural environment. His 
results also demonstrate the construct validity of Eriks on's theory 
in that his subjects met two different criteria of psychosocial 
adjustment and were distinguished in a predicted manner on the basis 
of an operational measure of ego identity,
a p p l i c a t i o n of ERIKSo n 'S THEORY TO THE STUDY OF 
ACADEMIC DEFICIENCY
To date there has been no published attempt to systematically 
relate ego impairment to academic deficiency, Erikson's concept of 
identity diffusion as a form of ego impairment seems an appropriate 
concept with which to demonstrate this relationship, Erikson's 
theory provides a framework and terminology with which to consider 
factors or conceptualize phenomena deemed relevant to both academic 
deficiency and personality development, from such diverse areas as
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the school, the clinic, the psychological laboratory, and social 
psychology.
The theory makes it possible to demonstrate academic deficiency 
as a manifestation of a personality problem to be examined and 
delineated by clinical methods and for which various forms of psycho­
therapy must be considered. Its direct relationship to psychoana­
lytical theory makes it possible to apply Erikson’s theory to very 
individual clinical research.
The theory readily lends itself to operational definitions, 
since it deals with both intra- and interpersonal developmental 
relationships as well as socio-cultural factors. Thus, the theory 
ties together in an orderly, sequential fashion the important bio­
social phenomena of personality for the very necessary integration 
of longitudinal developmental concepts.
Finally, Erikson’s concepts about initiative, ambition, work­
manship, and a sense of industry presented explicitly in Crisis 
Stages III and IV, Play Age and School Age, relate directly to the 
issue of academic deficiency and ego impairment.
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METHOD
The research model is a clinical one in which experienced 
clinical psychologists are asked to make global judgments on a 
rating scale developed for this research. The clinical psycholo­
gists were asked to make judgments either directly from test 
scores, or based on their clinical intuition or both, from each 
detailed case unit presented. This is essentially the way a 
clinician functions in clinical practice. A copy of the rating 
scale in included in Appendix A.
There is one difference between our approach and daily clin­
ical practice. The psychologist in practice necessarily develops 
feelings and hypotheses about his patient and his patient’s test 
responses from his knowledge of the patient’s background and the 
interaction that evolves in the testing process as the patient re­
lates to the psychologist, directly and via the particular instru­
ment (s) the psychologist may be using. That particular experience 
was not possible for the clinical judges in this instance, as it 
was necessary to preserve the independence and objectivity of the 
judges. The judges had to make their ratings from data collected 
by, that is, in response to, the same examiner.
All the testing of the subjects was accomplished at Central 
High School, Bushey Hall, Watford, Middlesex. The school provided a 
small, comfortable, well-lit office in which all the subjects were 
interviewed and tested. The battery of individual psychological 
tests was administered to each subject in a series of two-hour
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sessions. No subject required less than two sessions nor more than 
three. No subject was seen for more than two hours in any one day.
The testing of each subject was completed within the week the test­
ing was initiated. The testing on most subjects was completed on 
consecutive days. No one had more than two days' grace between 
testing sessions. The interview was conducted as part of the 
last session.
The parents of all the subjects were interviewed in the writer's 
office at the psychiatric clinic of the hospital in which he worked.
The tests were all scored and re-scored for accuracy and re­
liability. The responses and their scores were typed for inclusion 
in the case units. The process of typing and editing provided a 
third check on the accuracy of the material. The manner of pre­
senting the test responses in detail was taken from Roy Schafer's 
Clinical Application of Psychological Tests (1948). The data from 
the interviews were organized into the format of the outlines 
shown in Appendix A. The twenty case units were arranged alpha­
betically, labeled consecutively 1 to 20, and put into ring 
binders. There was no direct identification as to whether a case 
unit was that of a UA or A subject.
Before the clinical judges began their work, a number of con­
ferences were held with them to familiarize them with the rating 
scale and to resolve differences in interpretation of specific 
items of the scale. A practice case unit from the clinic's files was 
prepared. The judges applied the double rating procedure to this case 
and again discussed their differences and the problems generated by
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the actual task. These proved to be essentially semantic dif­
ferences which were easily resolved. After this, the clinicians 
were ready to undertake the judgments.
First, the psychologists were given only the verbatim individ­
ual psychological test protocols (the WAIS, Bender-Gestalt, HTP,
TAT, Sentence Completion, and the Rorschach). They were instructed 
to complete the rating scale on the basis of these individual test 
data alone. Then they were given the four interviews and the group 
test data for each subject and asked to record any changes in their 
rating that resulted from being able to see the individual test data 
again in the context of the subject’s background and history.
The sixty rating scales were collected and the ratings 
transposed to numerical values from one to five, one being the 
healthy end, and five the ill-health end of the continuum.
The ratings were organized so that the rating of the judges on 
each subject for each item could be compared. The ratings by the 
three judges across all subjects were consolidated for comparison of 
the UA and A groups. These totals were consolidated into categories, 
according to the Erikson Crisis Stages, into which the items had been 
grouped, allowing for the comparison of UA and A groups by crisis 
stages. All the ratings are shown by item, judge, and subject in 
Tables A9 through A23 of Appendix B.
SELECTION OF SUBJECTS
The experimental and control subjects were drawn from the 
sophomore class (10th year, ages 14 to 16) of Central High School.
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Central High School is an American school for children of US mili­
tary and government employees residing in the London area. Child­
ren of American civilians are admitted on a fee-paying, space- 
available basis. The school is located in Bushey Hall, near 
Watford, in metropolitan London.
The sophomore class was chosen because its age range, 14-16 
years, represented a mid-range in adolescence. In such a limited 
age range, there is less probability of including pre-adolescents 
and late adolescents (pre-adults), limiting the possible contamina­
tion of extraneous variables. In addition, 15 years 11 months was 
set as the upper age limit, because it is the upper age limit of 
the Wechsler Intelligence Scale for Children. Choosing subjects 
older than 15 years 11 months would not only increase the risk of 
including the late adolescent but would demand the use of the 
Wechsler Adult Intelligence Scale as a measuring instrument. The 
WAIS, though logically and theoretically comparable to the WISC, 
is not directly comparable. The present age limits made it 
possible to use the same instruments with all subjects.
There were 143 adolescents in this class. 83 males and 60 
females were divided into classes of 27-30 students each. The 
Cattell High School Personality Questionnaire (HSPQ) and the Wide 
Range Achievement Test (WRAT) were administered to each class.
In this school, as in most American high schools, students are 
given letter grades, A through F, F means failing; a C is for 
average performance; and an A is excellent, representing approxi­
mately the top five per cent of the grade distribution curve. The
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letter grades were given numerical values (A =4, B = 3, C = 2,
D = 1, and F = 0), and these values were averaged to give a Grade 
Point Average (GPA) for each subject across the grading periods com­
pared. A student with average resources is expected to achieve 
average or C grades and to maintain a grade point average of at 
least 2; one with better than average resources, 3 or better; and 
those with less potential, less than 2.
Each student's grades for the past three grading periods, 
previous psychological test scores, HSPQ and WRAT scores, and age, 
sex and school class, were summarized on a 5 x 8 card. After the 
subjects were chosen, their WISC scores were added to the summary 
card. The cards of adolescent females were removed for considera­
tion in other research, leaving 83 males from whom to select 
underachievers and controls. The cards were then reviewed for 
selection of possible underachievers.
Of the 83 males, 22 were considered underachievers because 
of the discrepancy between their demonstrated potential and their 
current performance (GPA), as described in Chapter I, "Definition 
of Terms." Only 12 were able to meet our criteria. The 10 
students who were not included were rejected for one or more of 
the following reasons:
1. They were older than 15 years 11 months.
2. There was a history of major illness.
3. They had experienced psychotherapy.
4. One of their parents was currently undergoing psychiatric 
treatment.
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The controls were chosen at random from the remaining 61 students. 
Both the students and their parents readily agreed to the study.
The experimental and control subjects were asked to meet 
with the examiner in separate groups. The examiner was familiar 
to all of the students because of his previous experience with
them. He had appeared before them as a member of panels for dis­
cussion of various topics connected with specific classes or 
projects they had organized over the previous two years. They 
were vaguely familiar with research procedure, to the extent of 
being aware of the need for taking samples and comparing experi­
mental and control groups. They were asked if they would take
part in a research project about high school sophomores. They
were told that the results of the testing would be given to their 
counselors for use in helping them make future plans, and that the 
counselors would discuss the findings with them at any time after 
the data were all in. They were not told whether they were expér­
imentais or controls or that this research dealt with underachiev­
ing. They were also asked to give the examiner permission to 
call their parents. School policy required specific parental 
permission to use students as subjects for research which included 
personality and projective test procedures. Also, the design was 
Such that parental participation was required. One underachiever 
elected not to take part. He said later that he did not feel his 
parents wanted to get involved. This was later confirmed by his 
parents' refusal to come to the clinic when school authorities 
referred them independently of this research.
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When called, all but one of the UA parents readily agreed to 
participate. This made a group of ten UA as the experimental group. 
These parents were not told the specific character of the research 
but readily saw its relevance to their son’s difficulties. An 
interesting, very significant factor was in the amount of time and 
difficulty required to complete the necessary interviews with the 
UA, as compared with the A, parents. The UA parents spontaneously 
responded to the request that they participate, with enthusiastic 
remarks to the effect that they were pleased that someone was 
interested in helping their child, and that they were worried about 
what was to become of their son who constantly threatened failure. 
They repeatedly asserted how hard they had tried to motivate the 
subject, and the years of frustration and mutual aggravation that 
had resulted from their efforts. In sharp contrast to their 
enthusiastic verbal response is the record of broken appointments, 
rationalizations, and weak excuses of the UA parents who expressed 
such desperation. It took a full three months to complete arrange­
ments with UA parents.
The parents of the achievers agreed to participate with only 
30 minutes of effort on the telephone. They canceled no appoint­
ments and readily responded in the interviews. We had felt that 
there would be much more resistance among the A parents who, after 
all, had no apparent personal motivation to participate and who, the 
examiner thought, might hesitate to be seen at or get involved with 
a psychiatric clinic. They seemed motivated by a willingness to go 
along with their son's Interest in the project. A few parents
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expressed the feeling that they felt actual test taking and being in­
terviewed was good experience for youngsters at a time when so much 
of this was required of people seeking jobs and university places.
As will be discussed in Chapter VI, this resistance manifest 
by UA parents is seen as evidence of their need to perpetuate the 
UA subjects' symptom.
The initial structure of the experimental (UA) and control 
(A) groups is detailed in Table 1, which lists the age, WISC Full 
Scale IQ, and grade point average of each subject, as well as his 
father's occupational level.
Because of their history of academic deficiency, one could 
reasonably consider the WISC scores of the UA's as somewhat de­
pressed, and the discrepancy between their grade point average and 
their potential is somewhat greater than that indicated in Table 1. 
This is supported by the greater variance in WISC intra-test scores, 
by their school records, and their teachers' comments.
Experimental Group (UA) - The UA group has a mean age of 15 years 
4 months with a range of 14 years 11 months to 15 years 9 months.
Their mean WISC Full Scale IQ is 116.5 with a standard deviation of
5.47, and their grade point average is 1.72 + .21. They come from
middle to upper-middle class families. Three are civilians; five 
are children of senior noncommissioned officers, and two of officers.
Control Group (A) - The A group averages 15 years 7 months 
with an age range from 15 years 1 month to 15 years 10 months.
Their mean WISC Full Scale IQ is 122.9 with a standard deviation of
6.67, and their grade point average is 3.38 + .47. They represent
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TABLE 1
Structure of UA and A Groups Showing: Age, IQ, Grade Point Average
and Father's Occupational Level.
UA 
le Number Age*
WISC
1Æ. GPA Father's Occupational Level
5 15-8-6 117 1.67
Chief Petty Officer (NAVY) 
Administration
6 15-3-4 116 1.67
Senior Master Sergeant 
Admin istration
10 15-1-24 125 1.75
Civilian
Engineer
11 15-6-17 121 2.00
Lt Col 
Engineer
12 15-8-26 125 1.90
Master Sergeant 
Communications/Adm
13 15-6-28 111 1.75
Captain
Meteorologist
14 14-11-17 108 1.67
Civilian
Property Evaluation
16 14-11-9 114 1.75
Civilian
Accountant
17 15-1-1 111 1.08
Master Sergeant 
Communications/Adm
18 15-6-1 117 2.00
Master Sergeant 
Air Police Chief
M 15-4 116.5 1.72
<r 3 ,4 mo 5.47 .21
Case Number
1 15-6-25 126 3.67
Technical Sergeant 
Medic
2 15-10-0 118 2.67
Lt Colonel (Army) 
Admin istration
3 15-3-26 130 2.67
Investigator
Office of Special Investigation
4 15-8-0 122 3.80
Captain (NAVY) 
Engineer
7 15-10-6 125 3.00
Civilian 
Insurance Broker
8 15-3-17 131 3.17
Civilian
Agricultural Economist
9 15-0-8 111 4,00
Civilian 
Sales Director
15 15-10-2 130 3.93
Civilian 
Math Professor
19 15-8-25 113 3.58
Captain (Navy) 
Aviator/Logistics Adm
20 15-8-17 123 3.33
Major
Veterinarian
M 15-7 122.9 3.38
O' 3.1 mo 6.67 .47
♦Calculated from birth to the date subject was administered the WISC.
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middle to upper-middle class families. Four are civilians; two are 
children of senior noncommissioned officers, and four of officers.
To assure that the two groups are indeed different in terms of 
achievement, a "t" test for the significance of the difference was 
run on the subjects' GPA's and their WRAT scores. The difference in 
GPA's and WRAT scores between the UA and A groups was found to be 
significant beyond the ,005 level.
SELECTION OF TESTS
The tests utilized for this research were of two types: 
three group-administered procedures, and a clinical battery made up 
of individually-administered projectives and the Wechsler Intelli­
gence Scale for Children.
GROUP TESTS
Wide Range Achievement Test (Jastak and Bijou, 1946)
The students could be made available to the examiner in large 
groups for only a limited number of forty-minute periods. The Wide 
Range Achievement Test (WRAT) was administered as a survey procedure 
and to aid in identifying the underachievers, if necessary. The 
Spelling and Arithmetic portions of the WRAT were easily admini­
stered in that time. The Reading portion was administered individ­
ually to those students who were actually being considered as pos­
sible subjects. The WRAT gives grade-level achievement scores in 
spelling, arithmetic, and reading based on standard An^rican high 
school norms. It gives a gross but fairly reliable measure.
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High School Personality Questionnaire (HSPQ) (Cattell & Beloff, 1962)
The High School Personality Questionnaire, prepared by Raymond
B. Cattell, Ph.D., D.Sc., of the University of Illinois, and Halla
Beloff, M.A., Queens University, Northern Ireland, is described as a:
"Comprehensive personality measurement for the 12-18 
year old range, arrived at briefly and objectively."
It was selected as an objective instrument that deals with four­
teen personality dimensions. A copy of the HSPQ profile describing 
these fourteen dimensions may be found in Chapter V, Figure II,
"UA & A Group HSPQ Profiles," The HSPQ has the advantage of re­
quiring only 25 to 45 minutes to complete. It is based on solid sta­
tistical foundations and provides both a contrast and a balance to 
the more subjective clinical battery administered to each subject. 
Individual Psychological Tests
The individual psychological tests administered were:
Wechsler Intelligence Scale for Children
Bender-Gestalt and House-Tree-Person Figure Drawings
Sentence Completion Test
Rorschach Projective Technique
Selected Thematic Apperception Test Cards
These were selected because they are all widely accepted 
clinical instruments from which clinical psychologists derive 
concepts about the dynamic structure and organization of person­
ality. The selection of tests also had to be broad enough to 
provide sufficient material for experienced clinicians to make 
reliable global judgments,
Wechsler Intelligence Scale for Children (WISC) (Wechsler, 1949)
The WISC was used both because it provides a good measure of 
intellectual functioning and gives the clinician both qualitative and
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quantitative information about how the patient (subject) utilizes 
his resources. Many clinicians also use the Wechsler as a modified 
projective as described by Rapaport (1946) and Schafer (1948). 
projective Tests
The Bender-Gestalt (BG) and House-Tree-Person (HTP) figure 
drawings, Sentence Completion and Thematic Apperception Test (Beliak, 
1962), and the Rorschach allow for broad sampling of projective mate­
rial. Projective tests make it possible for the clinician to concep­
tualize individual personality dynamics in depth. Two modifications 
should be noted. First, in the HTP, subjects were asked to draw an 
additional person, "the opposite sex of the first person drawn."
The writer has found it useful in his practice to be able to compare 
and contrast the male and female figures drawn. Subjects were given 
a blank piece of 8%x 11 paper for each figure and asked to draw a 
house, then a tree, then a person and, lastly, the opposite sex of 
the first person drawn. The sentence completion test was made up of 
45 stems that were taken from an "authorless" list of items that had 
been used in our clinic for the better part of ten years. Apparently 
this is not at all uncommon. According to Anastasi (1954):
The construction of projective sentence completion tests 
has been characterized by extensive borrowing of items.
It is therefore difficult to trace the authorship of 
items or sets of items (p. 613),
A sample of the sentence completion form is included in Appendix A, 
Second, a limited set of twelve TAT cards was selected as most 
relevant to the task. It was felt that the whole set of TAT pic­
tures would become too burdensome in view of the rest of the test 
battery, and that some of the less structured cards would tend to
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overlap the less structured Rorschach stimuli.
The TAT pictures and the rationale for selecting them are 
listed below:
Relating to fantasies concerning achievement, 
ambition, and impotence.
The oedipal situation.
Depressive anxiety, guilt, etc.
Relationship with mother.
Mother-son relationship,
Father-son relationship.
Mother-daughter relationship.
Relating to power and aggressive fantasies.
Relating to power and passivity.
Feelings of independence and inadequacy.
An opportunity to present self-image with some 
structure and with no structure.
Bender-Gestalt
The Bender-Gestalt figures were simply presented to the sub­
ject one at a time with the following introduction as suggested in 
Hutt and Briskin (I960):
I am going to show you some cards, one at a time.
Each card has a simple drawing on it. I want you to 
copy them on the paper as well as you can. Work in 
any way that is best for you. This is not a test of 
artistic ability, but try to copy the drawings as 
accurately as possible. Work as fast or as slowly 
as you wish (p. 39),
Rorschach
The Rorschach was administered and scored in accordance with 
Klopfer and Kelley (1946) and Theodora Alcock (1963).
Card 1
Card 2
Card 3BM
Card 5
Card 6BM
Card 7BM
Card 7GF
Card 8BM
Card 12 M
Card 13 B
Cards 14
and 16
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THE INTERVIEWS
Each Subject and his parents were interviewed clinically.
The subject was interviewed regarding himself, his feelings about 
school, his peers and his parents. The mothers had two or more 
interviews. The first was on the birth and development of the sub­
ject, her feelings about the subject and his siblings, his school, 
and his future; and then in regard to her own history, with 
emphasis on her own family relationships, feelings about herself 
and her marriage. Each subject's father was similarly interviewed.
A good clinical interview cannot be a structured question and 
answer session. Outlines for each interview were prepared using 
Menninger's A Manual for Psychiatric Case Study (1952) as a guide. 
These outlines were used as a checklist to insure that all rele­
vant areas were systematically covered and to provide a standard 
format in which to report the verbatim material collected. A copy 
of each outline is included in Appendix A.
The individual testing and all interviews were carried out in 
a clinical setting in a typically clinical fashion. The adminis­
tration, scoring, and verbatim reports were completed in a more care­
ful and detailed fashion than usual for purposes of this research.
THE RATING SCALE
In order for judgments from different clinicians to be com­
pared statistically, a five-point rating scale was developed. 
Erikson's organization of stages of development and the linear
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perspective implied in his criteria of psychosocial health and 
ill-health readily lend themselves to a rating scale. Since ego 
diffusion and all the variables that are thought to contribute to 
it are not absolute concepts, they must necessarily be considered 
a matter of degree. A rating scale permits the necessary flexi­
bility of judgment. Such flexibility insures that the individual 
and cumulative judgments are less a function of the instrument and, 
as much as possible, a function of the data as perceived by the 
experienced clinical judge.
As noted in previous chapters, Erikson posits eight major 
stages or crises in the development of the individual ego from 
"infancy" through to "mature age." He derives criteria of psycho­
social health and ill-health for each crisis period. The adequate 
resolution of each crisis period is a necessary step toward the 
development of a healthy ego. The inadequate resolution of any 
one crisis stage leads to difficulties in resolving that stage and 
the conflicts of subsequent crisis stages. This, in turn, leads 
to various forms of ego impairment and maladaptive behavior. 
Underachieving is seen as a form of maladaptive behavior resulting 
from an ego impaired by identity diffusion. Identity diffusion is 
Erikson's criterion of ill-health for the inadequate resolution of 
his fifth crisis stage, adolescence.
Perfect or complete resolution of each crisis stage is only 
theoretical. However, for normal, healthy development, the reso­
lutions must be predominantly positive.
We are primarily concerned with the first five crisis periods
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Erikson posits in the development of the ego from infancy to 
adolescence. The transposition of our hypothesis, then, is that 
ego impairment is manifest by the inadequate resolution of one or 
more of Erikson's five crisis stages from infancy to adolescence. 
The inadequate resolution of each stage is expressed in various 
forms of maladaptive behavior, resulting in the inability to 
adequately resolve the crisis of adolescence, ego identity vs. 
identity diffusion. Thus, the manifestation of identity diffusion 
in adolescence. Therefore, the operational hypothesis is that 
the underachievers (experimental group) will demonstrate less 
successful resolution of each stage than the control group and 
will manifest a greater degree of identity diffusion.
In the rating scale each crisis stage is presented as a 
series of five-point continua from psychosocial health to psycho­
social ill-health. It was predicted that the underachievers 
would cluster toward the "ill-health" end of each continuum, the 
controls toward the "healthy" end. Each crisis period has its 
criteria of health and ill-health. Each criterion has its psycho­
logical and behavioral derivatives. Thus, clinical observations, 
conclusions from other research, and statements of authorities 
can be classified under whichever crisis period they are logically 
derived from or related to. For example, under the first crisis 
stage labeled "Trust vs. Mistrust" are such items as "Trust in 
authority figures" - judged on a five-point scale from "appro­
priate, healthy" to "limited, unhealthy" - and "Ability to Control 
or Delay Impulses" - judged from "very good through good, adequate.
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poor to very poor." 110 items derived from clinical observations, 
conclusions from other research, and the statements of authorities 
were put on 3 x 5 cards and sorted into groups that coincided with 
each of the five crisis stages. This was accomplished by six 
judges. The judges were;
A psychiatrist on the staff of the author's clinic.
The psychiatrist in charge of Tavistock's Adolescent Unit.
A senior psychologist at the Tavistock Clinic.
A senior psychologist at the Castle Hospital.
Two American psychologists.
Each of these people was experienced in the treatment of 
adolescents and felt quite familiar with Erikson's writings. Each 
of these judges was given a sample case unit and asked to judge 
each item as to whether;
1. It was related to the suggested Erikson stage,
2. It was relevant to the question of ego impairment.
3. They had any doubt that any particular judgment could be 
made directly or intuitively from the test and interview data that 
make up each case unit.
4. There was any overlap among items.
They were also asked to pencil in any changes they felt would make 
an item more relevant or appropriate to the rating scale type of 
judgment requested. This was required in order to achieve phrase­
ology that could be interpreted as similarly as possible by 
different people to help assure that the final judges would have 
a common basis for judgment.
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The first item sort left 75 items that all the judges felt 
were relevant and appropriate. However, many changes were sug­
gested. These were considered and integrated and the items 
rephrased. The items were then listed under the relevant crisis 
stage and resubmitted to four of the judges. This time 63 items 
were agreed upon as relevant and appropriate, but eight of these 
were judged to be overlapping or redundant. This left 51 fully 
agreed upon items for the final rating scale plus four items that 
required simply a yes-no judgment. These related to the gross 
classification of UA or A group memberships and ego impairment.
Ten of the 51 items were split into two judgments, a and b, 
because extremes at either end were considered manifestations of 
"ill-health." For example. Item No. 15:
Sense of responsibility.
Over-responsible,
A. Realistic _________________  guilt motivated
B. Realistic _________________  Irresponsible
Two items were similarly split into two judgments: whether a
feeling was "felt" or "expressed" - that is, was present conscious­
ly or unconsciously; and whether it was acted upon. For example. 
Item No. 24:
Aggression toward mother figure.
Felt:
N o n e _________________ Very much
Expressed :
N o n e _________________ Very much
Nine additional items to be judged from the history and back­
ground material were agreed upon by the judges and added to the
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list, independent of the five crisis stages. The final rating 
scale was made up of 64 items grouped as shown below in seven sub­
scales. Subscales I to V relate directly to Erikson Crisis Stages 
I-V, Subscale VI to the four gross judgments, and Subscale VII to 
the nine supplementary ratings noted above.
Subscale Number of Items
I 7
II 5
III 15
IV 7
V 17
VI 4
VII 9
These were prepared in booklet form and submitted to the 
judges with each case unit. That is, each judge completed 20 
rating scales, one on each case unit. Each booklet included the 
following instructions on the cover sheet:
Rating Scale
From the case material presented, please judge the 
degree you feel the subject experiences and/or mani­
fests the feelings, defenses or conflicts represented 
in the questions and items listed below.
Please mark the Rating Scale twice.
First, read only the Individual PsychologicaIs, from 
the Wechsler through the Rorschach, and mark the 
checklist in BLUE for each of the 20 cases.
Second, read the History and Background and the Psycho- 
logicals and mark the checklist again in RED, so that 
it will be clear what changes are made when the 
material is seen in the context of the history and 
background,
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Please feel free to add any qualifying remarks to any 
item.
Please add any comments, impressions, etc., about the 
case that you care to at the end of this checklist, 
particularly if there are salient features that you 
wish to call attention to or to emphasize.
To help clarify the items, they are grouped under the 
Erikson crisis stage and derivatives to which they 
relate. Feel free to refer to the summary, "Erikson’s 
Crisis Stages and Their Derivations," which is included 
with the case material.
A sample "Rating Scale" is included in Appendix A,
SELECTION OF JUDGES
The selection of experienced clinical psychologists to serve 
as judges for the prime task of this research proved more difficult 
than was originally anticipated. Professional colleagues in 
London, particularly those at the Tavistock Clinic and the Castle 
Hospital, were very generous with their time. Luncheons, several 
evenings and Sunday afternoons were contributed for discussions of 
variables, as reflected in their respective clinical practices, 
the development of the rating scale, and the selection of appro­
priate TAT cards. However, they could not find the forty to fifty 
hours required for the diagnostic review and double rating of the 
twenty case units. Their commitments were such that full payment 
for their time was not at issue. The scarcity of qualified 
clinical psychologists willing to take on this task and the 
necessity to pay them for the large block of time required limited 
us to three judges.
Three well-qualified judges were found, two American and one
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British. The two Americans were Ph.D.'s in London on postdoctoral 
fellowships at the Tavistock and Hampstead Clinics, respectively. 
The third judge was a British clinical psychologist also asso­
ciated with the Hampstead Clinic. Their full qualifications are 
listed in Appendix A under "Vitae of Clinical Judges."
Though three judges seems limited, a review of the clinical 
literature reveals that this number might even be considered 
generous.
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HIGH SCHOOL PERSONALITY QUESTIONNAIRE
The results of the group performance on the HSPQ are consid­
ered three ways. First, those factors that differentiate (show 
significant or near significant differences) between the UA and A 
groups are identified. See Figure II, "UA and A Group HSIQ 
Profiles," Second, the UA and A profiles are compared with the 
"School Achievement" profile offered by Cattell in the HSPQ Hand­
book (1962, p. 19), See Figure III, "HSPQ School Achievement 
Profile Compared with Profiles of UA and A Groups," Third, UA and 
A profiles are compared with Upper and Lower Achievement group 
profiles of UA and A classmates (Fig IV),
When comparing differences on individual scales, significant 
differences (,05 or greater) are found on four factors, and differ­
ences that approach significance (.10) on two others. The follow­
ing factors discriminated between the UA and A groups at the .05 
level or greater (t test):
Factor B - General intelligence.
Factor E - Obedient, conforming vs, assertive, nonconforming.
Factor G - Disregards rules, undependable vs, conscientious, 
rule bound.
Factor I - Tough-minded, less aesthetically sensitive vs, 
tender-minded, sensitive,
A tendency towards significance (,10) is seen on Factor F - Sober, 
prudent vs, happy-go-lucky, and Factor 0 - Self-assured vs, appre­
hensive.
Factor B - General Intelligence
Cattell (1962, p, 13) refers to this scale as a "brief general
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ability measure akin to Spearman's 'g' He points out that the 
lower scores on the continuum tend toward "lower morale, less per­
sistence" and less "strength of school interests," Though the UA 
mean falls at the mid-point of the scale, it nonetheless presents 
significantly less "strength of school interests," etc, than the
7.5 mean of the A group.
Factor E - Obedient, Conforming vs. Assertive, Nonconforming
The A group strikes a balance with the mean standard score of
5. The UA group, with a mean of 7,5, tends toward the "noncon­
forming" side of the continuum. Cattell notes that a "high score 
is very definitely part of the delinquency-behavior problem 
pattern in teenagers,"
Factor G - Disregards Rules, Undependable vs. Conscientious
The A group mean of 6,5 compared with the UA group mean of
5.5 suggests that our achievers are a bit more conscientious and 
dependable than the UA group.
Factor 1 - Tough-minded vs. Tender-minded.
An A group mean of 6 vs, the UA group mean of 4 presents the 
underachievers as more "tough-minded" than the A group. Cattell 
indicates that one who is "tough-minded" tends to want to be more 
tough and masculine and, in some respects, nonacademic. Under 
tender-minded, he lists such characteristics as "aesthetically 
sensitive" and "imaginative in inner life and in conversation," 
Factor F - Sober, Prudent vs, Happy-Go-Lucky
The UA group, with a mean standard score of 7,5 vs, 6 for the 
A group, would be considered less prudent and serious. The UA
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group might also be a bit more impulsive with less well-directed 
enthusiasm. Cattell also implies that the tendency for desurgency, 
that is, for the adolescents to move away from the surgency, 
happy-go-lucky end of the continuum and to become more "desurgent", 
is to become more mature. Thus, the UA group may be seen as 
relatively less mature than the A group.
Factor 0 - Self-Assured vs. Apprehensive
The A group mean standard score of 5 is in the middle of this 
continuum. The mean standard score of 7 for the UA group indicates 
that this group tends to be more apprehensive, guilty and inadequate.
In summary, the comparison of the UA and A groups on individ­
ual HSPQ factors shows the UA group to:
1. Manifest less general intelligence or "strength of
school interests" than the A group.
2. Be less conforming and obedient and more assertive 
and stubborn than the A group,
3. present themselves as carefree and happy-go-lucky and 
to be less prudent than the A group,
4. Be more fickle, demanding and impatient than the 
more mature, conscientious A group.
5. Be less aesthetically sensitive and more concrete, 
that is, more concerned with immediate reality than the A group.
6. Be a bit more apprehensive and anxious compared to
the greater self-confidence and adequacy of the A group.
Figure III is a comparison of the HSpQ means of the UA and A 
groups and the means of the highest and lowest 50 students of a
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group reported by Cattell in the HSpQ Handbook as the "School 
Achievement Profile" (p. 19). The HSPQ profile of the A group is 
very similar to the profile of the top 50, i.e., the "achievers" 
in Cattell's sample. Except for Scale I, tough-minded vs. tender- 
minded, the means for the upper and lower groups are very similar, 
just below 5 on Factor I. This is one of the factors discussed on 
page 135 in which there is a significant difference between the UA 
and A groups (at the ,05 level), the A group being more tender-
minded. The mean of the UA group on Scale I is 4; the mean of the
A group is 6. An average Sten score on the HSPQ profile falls in 
the range of 4.5 to 6.5 of the Sten. This is clearly presented on 
the shadowed area of the HSPQ profile presented in Figure II,
With this in mind, we note that the mean of the UA group on Scale
I is 4 and therefore falls outside the average range. The mean of 
the A group on Scale I is 6. The means of the Scholastic Achieve­
ment Profile subjects, both upper and lower 50, are at or near 5. 
The A group and both the upper and lower 50 in the Scholastic 
Achievement groups fall within the range that theoretically 
encompasses 38.2% of the population, while the UA group falls in 
that below-average area that encompasses 15%, as shown in Figure
II. Therefore, the upper Scholastic Achievement group and the A 
group, with means that are close to the Sten mean, could be said 
to strike more of a balance on the "tough to tender-minded" 
continuum of the HSPQ; while the UA group tends to be more con­
crete, less aesthetically sensitive, more "tough-minded."
Inspection of Figure III reveals very little similarity
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between the profile of the UA group and the School Achievement 
lower 50. However, it is interesting to note that the A group 
presents a very similar profile to that of achievers in the School 
Achievement profile. One could advance the hypothesis that the 
School Achievement's top 50 and the A group are both "normal," 
i.e., non ego-impaired achievers, and that the School Achievement 
lower 50 are simply those with the least potential and achievement 
and may or may not be underachievers (or ego-impaired). That is, 
our UA group may be more legitimately compared with the top 50 
school achievers than with the lower 50 school achievers.
The upper and lower 50 school achievers shown in Figure III 
were based on a sample of 177 rural and urban, male and female 
children whose average age was somewhat younger than our sample. 
Some of the differences seen in Figure III may be a function of 
the differences in these populations; not only was the age range 
of Cattell's sample broader, but it also included females.
In order to make the same comparisons, with fewer intervening 
variables, we drew two groups of male students in the same age 
range as the UA's and A's from our basic population of tenth 
graders. This provided a group of 36 males which was divided into 
upper and lower achievement groups based on their grade point 
average. Thus, we had 18 "lower scholastic achievers" (ISA) and 
18 "upper scholastic achievers"(USA) to compare with the UA and 
A groups. The upper achievers were from the same pool from which 
the A subjects were randomly selected. The lower achievers were 
from an essentially lower ability group. Those with similar grade
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point averages and greater demonstrated ability had been with­
drawn to form the UA group.
Figure IV shows the profiles drawn from the mean scores of 
these four groups,
The USA and the ISA groups present very similar HSPQ profiles. 
The slight differences shown are on Factors A, D and F. The I5A 
subjects seem to present themselves as slightly more outgoing (A), 
happy-go-lucky (F), and less excitable (D) than their more intel­
ligent, achieving peers. No difference is seen on Factor B, the 
scholastic mental capacity (intelligence) factor, between the LSA 
and USA groups. This is probably a function of the lack of extreme 
intelligence scores within these two groups.
Unlike the Cattell Upper Scholastic Achievement group, the 
USA group profile does not quite parallel the A group profile.
The USA group profile and the A group profile differ on Factor B 
(USA lower, but not below average scholastic mental capacity). 
Factor D (USA slightly more excitable and impatient). Factor E 
(USA more assertive and stubborn). Factor G (USA slightly less 
conscientious and persevering), and Factor I (USA slightly more 
tough-minded, less aesthetically sensitive), but both score within 
the average range.
The LSA and the UA groups differ on Factor B. The difference 
is only one Sten unit within the average range. The UA and A 
groups differ 2% Sten units on this scholastic mental capacity 
factor. The UA group mean Sten falls at 5, within the average 
range, while the A group mean Sten is well above average. As noted
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above, the USA and LSA show no difference, both having a mean Sten
score of 6, which, like the UA Sten of 5, is still within the
average range. The UA group and ISA also differ on Factor I, the 
tough to tender-minded, aesthetically sensitive continuum. The 
UA's present themselves as less aesthetically sensitive, more 
tough-minded, with a below average Sten of 4, than the LSA's and 
USA's who both show a Sten of 5 and the A group, whose Sten is 6. 
The Sten scores of both Cattell's Upper and Lower 50 Scholastic 
Achievers are 5. Thus, the UA and A groups differ from each other 
and the other four comparison groups on Factor I, the tough to 
tender-minded continuum.
The UA group also differs from the other three groups on 
Factors J and 0. The A, USA and the LSA groups all show a Sten 
score of 5 on Factors J and 0. The UA group has a Sten of 6.5 on
Factor J and a Sten of 7 on Factor 0. These two factors represent
restriction and isolation, anxiety and neuroticism. They are 
described as the "sick" factors. On Factor J, the UA's are seen 
as more doubting, internally restrained. On Factor 0, the UA's 
present themselves as more anxious, apprehensive and guilt prone.
In Summary, both sets of comparisons present the underachiever 
as a more tough-minded, less aesthetically sensitive adolescent 
with more "neuroticism" - apprehension, anxiety and guilt - than 
his peers.
The HSPQ profile of underachievers seems to have prognostic 
potential. Further exploration of this profile is indicated.
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WECHSLER INTELLIGENCE SCALE FOR CHILDREN
The model for this research does not call for a detailed com- \ 
parison of the inter-individual WISC intra-test variables. The WISC 
was included in the battery of individual psychological tests both as 
an objective measure of intelligence and as a unit for the clinician 
to integrate with all the test data, per Rapaport's "projective 
hypothesis" (1946, p. 10), to form his judgments about the processes 
that underlie the way the subject's personality is functioning. 
However, certain factors stand out that are considered relevant.
TABLE 2
Comparison of UA and A Groups WISC IQ's
UA and A Group WISC Full Scale Means, Verbal Scale and Performance 
Scale Means, including t's and significance of the difference between 
means,
Level of
WISC UA A t  Significance
Full Scale
Mean IQ 116.5 122.9 2.23 >.05
(T 6.57 6.67
Verbal Scale
Mean IQ 116.5 125.4 3.11 >.005
0^ 5.9 6.26
Performance Scale
Mean IQ 113.2 116,2 .699
( T  8.39 9.75
Table 2,above, shows that comparison of the uA and A group means 
with the "t" test (Lindquist, 1942, pp. 138-139), yields significant 
differences on the WISC Full Scale mean IQ ^.05) and on the WISC 
Verbal Scale mean IQ's (7.005). No significant difference was found
145
between the WISC Performance Scale Mean IQ's, When the means of the 
WISC subtest scores were compared, only the Arithmetic subtest dem­
onstrated a significant difference (>,05). The results of the "t" 
test carried out on the means of the other subtests approached sig­
nificance on the Comprehension, Vocabulary, and Digit Span subtests.
Tables A4 through A8 in the appendix summarize all the UA and 
A group means on the WISC Scales and Subtests and the results of 
the "t" tests used to approximate the significance of their differ­
ence .
Initially it would seem incongruous to have the difference of 
only one Verbal Scale subtest. Arithmetic, clearly significant at 
the .05 level and still have the means of the Verbal Scale IQ's 
differ at the .005 level. Apparently the near significant differ­
ences and the small non-significant differences of the subtest means 
accrue to demonstrate significance when they are summed and compared.
The general conclusion to be drawn from these differences in 
functioning on the various subtests of the Verbal Scale is that the 
UA are less efficient in those areas that demand facility in verbal 
conceptualization. The psychological rationale underlying the 
subtests that make up the Verbal Scale (Bapaport, 1946) suggests 
that the UA's, as compared to the A's, present;
1, Less efficiency in their ability to attend and 
concentrate (p. 195),
2, Poorer judgment and reality testing (p. 110).
3, Perhaps more repression of early conflictuel experi­
ences that limits their readiness to accumulate and utilize 
information and knowledge (p. 90),
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These particular psychological differences between the UA and A 
groups relate directly to their ego processes involved in the 
acquisition and utilization of knowledge and, thus, to the problem 
of underachieving.
COMPARATIVE EDUCATION OF SUBJECTS' PARENTS
In the introduction of Chapter I, reference is made to a 
preliminary observation about the differences in educational level 
achieved by UA parents. It was noted that the parent of the sex 
opposite that of the UA referred had achieved academic superiority 
over the parent of the same sex. This led to the hypothesis that 
the male underachiever's identity was distorted by having to iden­
tify with a father who was, at least academically, less adequate 
than his mother.
Table 3 below shows the educational level achieved by each 
parent in the UA and A groups. The differences between years of 
education achieved by the UA group mothers and fathers and by the 
A group mothers and fathers is not statistically significant. 
Therefore, we must accept the Null hypothesis. However, viewing 
the data empirically allows for some reservation in accepting the 
Null hypothesis.
Six of ten UA mothers did actually achieve a higher educa­
tional level than their husbands, while only one A mother shows a 
higher educational level than her husband. The overall educational 
level of both A group parents is higher than that achieved by both 
UA parents. The UA group mothers averaged only 1,3 years less
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TA BIZ 3
c o m p a r a t i v e e d u c a t i o n a l  l e v e l ACHIEVED BY UA AND A GROUP PARENTS
Educational level 
education accrued
is a function of the number of years of formal
Subject
UA Group 
Education Level 
Mother Father Subject
A Group 
Education Level 
Mother Father
5 12* 10** 1 15* 8**
6 12 12 2 13 16
10 17* 14 3 12 12
11 14 16 4 14 16
12 12* 10** 7 12 13
13 13 17 8 17 22
14 14* 13 9 16 16
16 12 15 15 16 18
17 11** 9** 19 16 16
18 13* 10** 20 12 22
M 13.0 12.6 14.3 15.9
cr 3.4 2.73 1.73 4.06
*
**
Superior to that of father 
School leaver.
148
than the A group mothers. The UA group fathers averaged three 
years less education that the A group fathers, which is significant 
beyond the ,001 level.
There are other interesting contrasts shown in Table 3 that 
are considered to be meaningful psychodynamically, Table 3 shows 
that four UA fathers are school leavers. In his interview, each 
of these UA fathers notes that he left school because of a combina­
tion of academic and behavioral problems. The technical competence 
that they have achieved (see Table 1, Chapter IV), reflects at 
least average and more than likely above average intellectual poten­
tial. These men attribute their later academic and professional 
success to the demands of their respective wives.
Only one UA mother left school prematurely. In her interview 
she relates that she had academic problems and preferred to leave 
school to work.
One A father was a school leaver and all A mothers completed 
at least high school.
The overall educational superiority of the A group parents, 
the higher incidence of school leavers among the UA parents, and 
the fact that six of ten mothers had from one to three years more 
education than their respective husbands, does indicate that 
parental education level is in some way relevant to the manifesta­
tion of academic deficiency.
BIRTH ORDER
Table 4, below, indicates that the birth order of the subjects
149
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in both groups is quite similar; six UA subjects and five A sub­
jects are first born; one UA and two A are middle born; and three 
UA and two A subjects are last born. The remaining A subject is 
an only child. Therefore, unlike Harris (1966, p. 190) and 
Bentzen (1963, p. 97), we can draw no relevant conclusions from 
the comparative birth order of the UA and A groups, Harris (p. 177) 
found that boys with learning difficulties were most likely to be 
last born children.
On the basis of Table 4, we cannot provide support for D, 
Miller's (1965) premise that the male UA will often be followed by 
a sibling of the opposite sex. The variation in both the actual 
birth order and in the sex of the sibling that preceded or followed 
the Subject is such that no significant conclusion can be drawn 
from our data on this factor,
MOBILITY OF FAMILIES
Table 5 and Table 6 reveal no significant relationship between 
UA or A group membership and either the mobility of the family or 
the number of schools a subject attended. The premise, that the 
number of disruptions of this kind that a child must adjust to is 
related to underachieving, is not supported by these data,
SEPARATION FROM PARENTS
Table 7 and Table 8 reveal that the number of separations 
from the mother for both the UA and A groups (UA 22, A 21) is 
essentially the same. These separations from the mother were
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TABLE 7
UA SUBJECTS' SEPARATION FROM PARENTS
Separation from Mother Separation from Father
Subject Age(s)* Length of Separation Age(s)* Length of Separation
5 2 mo 11 mo 2 mo 11 mo
2 2 wks 2 2 mo
3 1 wk 3 2 mo
4 1 wk 8 2 mo
5 1 wk 12 8 mo
6 1 wk
6 4 1 wk 3 6 mo
6 3 mo
10 9 1 wk 4 3 mo
10 1 wk 6 - 14 6 wks
11 13 6 wks
12 3 1 wk 4 6 mo
6 1 wk 11 1 mo
1 2 - 1 3  1 - 3  wks
monthly
13 1 1 wk
10 1 wk
14 - 4 4 mo
16 - - - ~
17 3 1 wk 1 15 mo
6 1 wk 3 2 yrs
8 1 wk 11 1 yr
12 1 wk
13 1 wk
18 1 1 wk 2 18 mo
7 1 wk 9 3 mo
12 1 wk
*Age is stated in years unless otherwise shown.
Note: All the one-week separations from mother noted above repre­
sent hospitalizations for the birth of siblings.
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mostly of a week's duration, usually while she was hospitalized 
for the birth of a sibling. The UA subjects did experience more 
separations from their fathers (UA 37, A 10), especially before the 
age of four (UA 10, A 0), suggesting that possibilities for identi­
fication that occur early in life are perhaps the most crucial to 
the later manifestation of academic deficiency.
EXPERIENCE WITH PARENT SURROGATES
Table 9, below, indicates that six of the UA subjects experi­
enced adult surrogates before age 4. One of the six repeated the 
experience from age 3% to 5% years and again from 11 to 12 years 
of age. Subject 1 experienced a partial loss of both parents 
from 2 to 13 months, since they were able to visit him only on 
weekends. Subject 6 did not experience the absence of either 
parent, but his mother refers to a live-in maid who "took over the 
baby.” The others all experienced maternal grandparents in the 
absence of their fathers, (For Subject 12, the "couple" is con­
sidered analogous to grandparents.)
Two factors stand out here: (1) Early absence of the father,
and (2) early consistent intervention of alternate parental figures.
The A subjects experienced no early non-parent adult inter­
vention, One A (Subject 3) lived with his maternal grandparents 
from the age of 8 to 9% years. Four others experienced siblings 
that were from 5 to 12 years their senior. The A subjects, then, 
did not experience either an early loss of the father figure or 
any early consistent experience with an adult surrogate.
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TABLE 8
A SUBJECTS' SEPARATION FROM PARENTS
Separation from Mother Separation from Father
Subject Age(s)* Length of Separation Age(s)* Length of Separation
1 2  1 wk
4 1 wk
10 1 wk
2 14 3 wks 4 8 mo
9 18 mo
13 12 mo
3 13 1 wk 8 18 mo
14 1 wk
4 4 6 wks
7 2% 1 wk 10 2 mo
11 3 wks 13 2 mo
8 2 1 wk 13 2 wks
4 1 wk
10 1 wk
13 2 wks
9 2 1 wk
6 1 wk
15 - - 0 - 12 1 - 2 wks
monthly
19 3 1 wk 12 7 mo
13 2 wks
20 3 1 wk 7 5 mo
7 1 wk 8 3 wks
8 3 wks
*Age is stated in years unless otherwise shown.
Note: All the one-week separations from mother noted above repre­
sent hospitalizations for the birth of siblings.
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THE RATING SCALE
The "Rating Scale" was divided into seven subscales. The 
first five subscales relate to Erikson's five Crisis Stages of 
development from infancy to adolescence. These are represented 
in Items 1 to 51.
Subscale VI, Items 52, 53, 54, and 55, are not scaled items. 
They are straightforward "yes-no" classifications regarding the 
subjects' group membership and ego impairment.
Items 56 through 64, which make up Subscale VII, are scaled 
items based on the history and background material and were judged 
independently of the five Crisis Stages.
The three judges' ratings for each subject on each item were 
consolidated, items by judge across each group, as shown in Tables 
A9-A23 of Appendix B. Then, the ratings per item across the ten 
subjects in each group were compared with the Mann-Whitney U Test 
corrected for ties (Siegel, 1956, p. 125), to see if they discrim­
inated between the UA and A groups. See Table A23 of Appendix B 
for the probability level at which each item discriminated.
A test for the significance of the differences of each sub­
scale was accomplished by converting the Mann-Whitney probability 
of each item to its logarithm, the logs summed, and the signifi­
cance level of these summed probabilities was then drawn from the 
Chi Square table (Fisher, 1941, p. 98). This is also shown in 
Table A23 of Appendix B. Since some statisticians (Anderson, 1961, 
pp. 305-316) would feel that an analysis of variance is also
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appropriate for these data, all the ratings were subjected to a 
Lindquist Type III (1956, pp. 281-284) analysis of variance pro­
cedure. The results of the application of the non-parametric and 
parametric tests are shown by subscale in Table 10. The initial 
ratings were made by the judges from the individual's psychological 
tests without any identifying information as to the background or 
group membership of the subject. The judges were allowed to change 
their ratings after they reviewed the history and background ma­
terial, The effects of these changes are considered via the anal­
ysis of variance. All of the analysis of variance data are shown 
in Tables A24-A29 of Appendix B.
As shown in Table 10, each subscale and, thus, the rating 
scale as a whole discriminates between the UA and A groups at 
better than the .001 level when subjected to either the non- 
parametric test or to the analysis of variance procedure (AOV).
In this particular instance, the two techniques are mutually 
supportive, and considerable additional information is provided by 
the AOV. Therefore, it is felt that the AOV, though a belated 
addition to the design and one that some authorities would abhor 
(Siegel, 1956) while others (Anderson, 1961) would encourage, has 
proved a worthwhile addition to the overall study.
As predicted, the UA's tend to be rated with significant con­
sistency toward the "ill-health" and the A's toward the "health" 
end of the continuum. Thus, the A's demonstrated better resolu­
tion of each of Erikson's Crisis Stages and are judged to present 
less identity diffusion than the UA group.
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TABLE 10
MANN-WHITNEY U VS. ANALYSIS OF VARIANCE
Significance levels achieved when the non-parametric Mann-
Whitney U Test is applied and converted to Chi Square (shown here 
2
as X ) , contrasted with the results achieved when the same data 
are subjected to an analysis of variance.
Mann-Whitney U Analysis of Variance
UA vs. A UA vs. A
Subscale .001 Group X^ F .001 Group F
I 36.12 86.31 10.83 125.26
II 29.59 53.84 10.83 79.00
III 73.40 162.44 10.83 83.42
IV 42.31 80.98 10.83 53.41
V 73.40 150.10 10.83 93.59
VII 42.31 53.84 10.83 34.44
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The effect of the changes of ratings (shown as Trial 2 in 
the Analysis of Variance Tables, Appendix B) made by the judges 
after they reviewed the history and background material and were 
able to identify the UA and A subjects, did not significantly 
influence the main effects. There were some interesting inter­
actions revealed by the AOV which suggest that some items within 
groups, and the judges, within some subscales, seem to work on 
different levels. Though there are significant interaction 
effects, they apparently do not significantly influence the ex­
tremely high significance levels achieved by the main effects.
Some of these interactions, particularly as they relate to the 
reliability or consistency of the judges' ratings, will be dis­
cussed in the summary of the results by subscale below.
Tables 11 and 12 reflect the consistency with which the 
judges functioned. They were calculated from the supplements to 
Tables A24-A29. Table 12 shows the differences between trials in 
each judge's mean rating of the UA and A groups for each subscale 
and across all subscales except Subscale VI. Subscale VI is a 
group of non-rated items.
Table 11 reveals that Judge A was most consistent with a range 
of mean differences from 3.22 to 7.00. He separated the UA and A 
groups by an average mean difference in ratings of 5.21.
Judge B's mean ratings reflect less certainty and less con­
sistency in his average of the differences in mean ratings of 3.48 
for the separation of the UA and A groups, and a range of subscale 
differences that run from a narrow 1.47 to a wider differentiation
161
TABLE 11
MEAN DIFFERENCE BETWEEN A GROUP AND UA GROUP MEAN RATINGS
This table lists the mean difference between the UA and A 
group mean ratings by each Judge and Subscale.
Subscale Judge
I 6.42 6.23 13.23
II 7.00 1.60 12.00
III 3.90 1.47 8.62
IV 5.44 4,11 9.67
V 5.05 1.62 7.76
VII 3.22 5.78 4.78
Total 31,03 20.86 56.11
M 5.21 3.48 9.35
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of 6.28. Even though there was more variation in the "distance" 
with which he separated the two groups, he did consistently 
separate the UA from the A group in the "ill-health" direction.
Judge C apparently tends to use more extreme ratings and 
perceives greater differences in the two groups. She, too, shows 
a wider range of mean differences (4.78 to 13.28) on the subscales, 
but all her differences are larger. Her average of the differ­
ences in mean ratings across subscales is 9.35.
Thus, the judges separate the groups differentially. This 
may be either a function of the fact that they actually perceive 
the degree of "ill-health" of the UA group as more or less greater 
than the A group, or a function of the rater’s individual tendency 
to rate more or less severely. From Table 11, it would seem that 
the latter is more likely.
Table 12 shows the size and direction of the changes in 
ratings (Trial 1 vs. Trial 2) made by the judges in each group by 
subscale.
Here, again, we note that Judge A's ratings are the most 
stable and consistent. His range is quite narrow for both the 
UA and A groups. The averages of his mean changes show that, 
when he had the history and identifying data for Trial 2, he made 
rather slight changes in his ratings in the direction of "health" 
for the A group and "ill-health" for the UA group, -.05 and +.6, 
respectively.
Judge B made greater changes in his ratings within the A
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group in the direction of "health," as shown by the larger 
differences in his mean ratings and the average mean difference 
of -1.26. This was much larger than any of the others. His 
changes within the UA group tended to be small and averaged only 
+.53. In both instances. Judge B's rating changes were in the 
predicted group direction.
Judge C presented rather small average changes within and 
across the subscales. On the A group, she showed a narrow range 
in the size of the difference between Trial 1 and Trial 2, an 
average of -.25, which was in the appropriate direction. How­
ever, on the UA group, the range of the size of her mean changes 
in ratings was somewhat larger, but the average was only -.42.
This was in the direction opposite to that predicted; unlike the 
other judges, she saw the UA group as slightly "healthier" after 
reviewing the history and background material for Trial 2,
In summary, then, the data indicate that Judge A was the 
most stable and consistent rater; Judge B was more variable than 
the other two; and Judge C had a tendency for more extreme ratings 
and, like Judge A, rather small changes in Trial 2.
These are rather interesting findings that clarify but do 
not change the significance or overall reliability of the main 
effects. It is these rater differences and the fact that some 
items within the subscales did not differentiate between the UA 
and A groups that account for the within group interactions noted 
in the summaries of the results by subscale which follow below.
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Subscale I
Crisis Stage I Trust vs. Mistrust
This subscale of seven items (1 through 7) discriminated 
between the UA and A groups beyond the .001 level of significance.
In the AOV all main effects were significant. See Table A24, 
Appendix B. There were significant interaction effects in the 
following:
Group by Raters (Judges)
Trials
Raters by Trials 
Group by Raters by Trials 
The trials interaction is thought to be a function of both 
the fact that there is probably a very small within-cell error 
term and the comparatively large mean change shown in Table 11 
for Judge B, Subscale I, A group, and Judge C, Subscale I, UA 
group. The group by trials interaction was not significant, 
which lessens the weight that needs to be given to the trials 
interaction and accounts for its apparently limited effect on 
the highly significant main effects.
The other three interactions indicate that the judges 
differed differentially by group and by trial. Table 12 shows 
that Judge A shifted upward while rating the A group and also 
while rating the UA group. Judge B shifted downward while rating 
the A group and upward while rating the UA group. Judge C shifted 
downward for both groups but more for the UA group (-1.14) than 
for the A group (-.14).
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Subscale II
Crisis Stage II Autonomy vs. Shame and Doubt 
This subscale of five items (8 through 12) discriminated
between the UA and A groups beyond the .001 level of signifi­
cance. All main effects were significant in the AOV. See 
Table A25, Appendix B.
In this subscale there were significant effects in the 
following interactions:
Group by Raters
Group by Trials
Group by Raters by Trials
The same rationale described for Subscale I is considered 
to apply here. The raters apparently worked on different levels 
and differ differentially. Judge B seems to have accounted for 
more of the interaction with his narrow differentiation of the 
UA and A groups and the larger difference between trials. Here 
Judge A and Judge B shifted downward. Judge B's shift across 
trials in both groups is much larger. Judge C remained constant.
Subscale III
Crisis Stage III Initiative vs. Guilt
This subscale of fifteen items (13 through 27, plus 6 sub- 
items) discriminated between the UA and A groups beyond the .001 
level. All main effects were significant in the AOV. See 
Table A26, Appendix B.
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There were nine items and sub-items in this subscale which 
had very significant p values (13, 14, 16, 17, 18, 19b, 20b, 21 
and 22a). Item 27 approached significance with a p of .07.
Some of the items that did not clearly discriminate in Sub­
scale III seem to show meaningful trends in the predicted or 
appropriate direction (15, 19a, 20a, 22b, 24 and 26).
There were four interactions that reached significance:
Group by Scale (Items)
Group by Raters
Scale by Raters
Group by Scale by Raters by Trials
The group by scale interaction was caused by the fact that 
all the items in this subscale did not significantly discriminate 
between the UA and A groups. The group by rater and scale by
rater interactions indicate that the judges used the items
differently within and across the groups. This is again reflected 
in Tables 11 and 12 and in the differences that seem idiosyncratic 
to the judges. This may also reflect the common problem that 
occurs in the AOV of this type of rating scale. The scale dif­
ferences within and across items are not directly equivalent to 
the numbers that represent them. That is, we do not actually 
have an equal interval scale. It is not likely, for example, 
that the difference between scaled scores of 3 and 4 mean 
exactly the same distance to all three judges.
This was the only time a four-way interaction appeared.
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The GSRT interaction is thought to be accounted for by the factors 
described above and by the differential shift across trials by 
the judges. The importance of this interaction is also limited 
by the fact that we have no significant scale by trial inter­
action, suggesting that the quality of this subscale was not 
weakened by the differences in the trial means, that the sub­
scale was equally efficient in detecting the difference between 
groups on both trials. Again, these interactions apparently do 
not limit the meaning of the main effects.
Subscale IV
Crisis Stage IV Industry vs. Inferiority
This subscale of seven items (28 through 34, plus two sub- 
items) discriminated between the UA and A groups beyond the .001 
level of significance. The AOV shows that all main effects were 
significant.
Only Items 33a and b were found to be nondiscriminatory, 
with 33a having a p of .2946 and 33b a p of .2177.
Three interactions appeared as significant on the AOV of 
this subscale. See Table A27, Appendix B. They were :
Group by Scale 
Group by Rater 
Scale by Rater
The group by scale interaction is felt to be a function of 
the two subscale items, 33a and 33b, that did not differentiate 
significantly between the UA and A groups.
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The group by rater interaction points out again that the 
judges discriminated between the groups differentially. Judge C 
more effectively than the others, as shown across Subscale IV 
in Table 11.
Scale by rater interaction is a function of the differen­
tial use of the items by the raters, and, again, this seems more 
a function of Judge C than the others.
Subscale V
Crisis Stage V Identity vs. Identity Diffusion
This subscale of seventeen items (35 to 51, plus four sub- 
items) discriminated between the UA and A groups beyond the .001 
level of significance. All main AOV effects were significant.
See Table A28, Appendix B.
Of the 21 items and sub-items in this subscale, 11 have 
clearly significant p values (Items 35, 36, 37, 39, 40, 42, 43, 
44, 45, 47b and 50). Two items approach significance; Item 41, 
p equals .0594, and 46a, p equals .0681. Of the remaining items. 
Item 38 is clearly not significant (p equals .3336), The split 
or sub-items have contrasting p values that clearly show a trend 
in the predicted direction.
Seven interaction effects were produced by the AOV of this 
subscale :
Group by Scale 
Group by Raters
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Scale by Raters 
Group by Trials 
Scale by Trials 
Rater by Trials 
Group by Raters by Trials 
These interactions are accounted for in this subscale as in 
those above. Only half of the items in this subscale have signi­
ficant p values. The items obviously have different discrimin­
atory power and different content value which contribute to all 
the interactions with scale. The judges responded differentially 
here also. Judge B shows the smallest discrimination figure be­
tween the two groups, 1.62 (Table 11, Subscale V). Judge A shows 
his near-average 5.05, and Judge C's is consistently larger, 7.76. 
Judge B also shows the largest change figure for Trial 2 among 
the ratings for the A group, -1.57, and a small change figure for 
Trial 2 on the UA group, +.33 (Table 12, Subscale V). Here, too, 
the judges shift differently by group and by trial. In all these 
instances except Judge B, A group, the changes are quite small, 
e.g., 0, -.34, +.43, +.33 and 0, but they represent the shift of 
judgment across trials reflected by the interaction effects.
There is a differential shift within and across groups and 
across trials. In group A, Judge B and C shift downward; Judge 
B's change is almost five times larger than C's. Judge A shows 
no rating changes in A group. Trial 2, Subscale V. In the UA 
group, it is Judge C who makes no changes in her ratings, while
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Judges A and B shift upward. These differences in the size of 
the discrimination figure between groups, and differences in the 
size and direction of the shifts or changes within trials and 
across groups, contribute to those interactions involving trials, 
raters and groups.
Subscale VI
Group Membership and Ego Impairment
This subscale will be discussed after Subscale VII because 
it was not made up of rating scale type items, and its discussion 
does not require reference to Tables 11 and 12 and the AOV data.
Subscale VII
Ratings from History and Background Material 
This unit of nine items (56 to 64) also discriminates between 
the UA and A groups at the .001 level. The Analysis of Variance 
(Table 29) indicates that the main effects were all significant 
at beyond the .001 level.
This supplementary subscale of judgments about the UA and A 
group parents is independent of the other six subscales, since 
they were made after all the data were made available, as opposed 
to only the individual testing for Subscales I through VI. There­
fore, these judgments were not "blind." The judges were aware of 
whether or not these were UA or A group cases, since their atti­
tudes and background information as revealed in the interview data
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were supplied after the initial judgments were made on the 
individual testing alone. As in Subscales I through V, these 
items were also judged on a five-point scale.
Since these items are quite specific and do not relate 
directly to an Erikson Crisis Stage or other integrating theore­
tical referent, they will be taken up individually here.
Item 56 asks for a judgment about how the mother views the 
subject, on a five-point continuum from "much like herself" to 
"much like her husband." The p value for this item is .5596, and 
it therefore does not discriminate between the UA and A groups.
Item 61 asks for a judgment about how the father views the 
subject, on a five-point continuum from "much like himself" to 
"much like his wife." The responses to this item did not distin­
guish significantly between the two groups (p equals .2709). How­
ever, more of the UA fathers described their sons as being more
like their wives than did the fathers of the controls. Only one
UA father felt that his son was more like himself; two felt that 
the underachiever had characteristics of both parents; and seven 
UA fathers felt that their sons were more like their mothers. In 
contrast, only two A fathers felt that their sons were more like 
their wives than themselves; four stated that they felt their sons 
were more like themselves; three were described as being like both 
parents. The remaining A father felt that his son was not at all 
like either himself or his wife.
Item 57 refers to the mother's feelings about her own
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femininity. This achieves a p value of .0618, which approaches 
significance and carries with it the implication that the UA 
mothers more often seem to reject their own femininity.
Items 58 and 62 ask whether the parents' attitude toward the 
subject is "accepting and supportive" or "rejecting and deprecia­
ting." The mothers (Item 58) differ at the .0294 level while the 
fathers at the .00016 level. Thus, both UA parents are seen as 
rejecting of their sons, with the father being judged as manifest­
ing the greater degree of rejection. Item 59, "mother's feeling 
about her own adequacy," has a p at the .2709 level of significance 
which, of course, is not a significant difference but suggests 
that the judges felt that the UA mothers seemed to feel less adequate 
and were more self-depreciating than the A mothers. It is felt 
that this indicates a sense of direction, even though these judg­
ments clearly did not reach our stringent .05 level of significance 
criterion. The UA fathers (Item 63), on the other hand, are seen 
as feeling significantly more self-depreciating and inferior than 
the A fathers. Item 63 has a p of .0179.
As for the parents' feelings towards each other. Items 60 and 
64, we find that the UA mothers are seen as significantly more de­
preciating and rejecting of their husbands (Item 60, p equals 
.0392). The UA fathers in Item 64, with a p of .2420, are felt 
by the judges to reflect more rejecting and depreciating attitudes 
toward their wives than did the A group fathers. Again, .2420 
does not indicate a significant difference but does imply a direc­
tion, sufficient to warrant further consideration.
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In summary, then, the UA subjects are felt to have parents who 
tend to reject themselves as well as each other and the subject, 
while the parents of the A subjects are seen as feeling more 
adequate, mutually supportive of each other and accepting of the 
A subjects.
Table A29 shows that all the main effects in the Analysis 
of Variance were significant. It also shows a significant group 
by scale interaction which is attributed to the four items 
described above (56, 59, 61 and 64) that did not discriminate 
between the UA and A groups.
As shown in Table 12, the factors that resulted in the 
interactions discussed above were almost all rather small. Over­
all they tend to support the hypothesis, since the changes were, 
for the most part, in the predicted direction. It speaks well 
for the power of the AOV procedure to pick them up and demonstrate 
them. Fortunately, the AOV served to clarify and consider issues 
that the Mann-Whitney or other procedures would not have brought 
out.
The use of the Analysis of Variance procedure will be dis­
cussed further in the "Discussion" section of Chapter VI.
Subscale VI
Group Membership and Ego Impairment
The judges were in full agreement with the correct identifi­
cation of eight underachievers. Two of the three judges correctly
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identified both of the other two UA's. In both cases (Subjects 
12 and 14) the same clinician (Judge B) initially identified them 
as A's. On review he reversed these judgments. Therefore, of 
the 30 judgments only two differed, making for an agreement figure 
of 93% in their identification of the underachievers.
The judges were in full agreement correctly identifying five 
A's. Two of the three judges correctly identified each of the 
remaining five A subjects. Three were judged underachievers (Sub­
jects 2, 9 and 20) by Judge B, who changed his judgment when he 
reviewed the data in the context of the history and background 
material. Subjects 3 and 8 were judged UA's by Judge A, who did 
not feel that the history and background material justified a 
change in his initial judgment. Thus, of these 30 initial judg­
ments the clinicians were in agreement 83% of the time in their 
identification of the achiever controls.
Items 53, 54 and 55 were included to allow for the possibil­
ity that a subject could be seen as:
1. Ego impaired but not an underachiever (Item 53).
2. An ego impaired underachiever (Item 54).
3. Not at all ego impaired (Item 55).
The judges unanimously rejected the statement that a UA 
subject was considered ego impaired but not an underachiever 
(Item 53). Of the 30 judgments made for Item 53 among the A 
group subjects, there was a little less certainty. Six judgments 
indicated that there was ego impairment among the achiever control
176
subjects without the manifestation of academic deficiency.
Subject 1 was the only subject where this was a two-out-of-three 
decision. For the other five subjects only one judge disagreed. 
This makes for 80% agreement in the clinicians’ initial judgment 
regarding the A group on Item 53.
Of the 30 judgments on Item 54 (ego impaired and under­
achieving) among the UA group, four judgments expressed doubt 
that the UA's were ego impaired. In no case was this a more than 
one-out-of-three opinion. There was 87% agreement in initial 
judgments that the UA's were ego impaired underachievers. In the 
A group the figure is five out of 30. Again, these were one-out- 
of-three judgments for an overall agreement on initial judgments 
of 83%.
On Item 55, the gross judgment "not ego impaired," the 
judges indicated in only four of the 30 judgments made on the UA 
group that they felt that a UA subject was not ego impaired. In 
none of these four was this more than a one-out-of-three opinion. 
In each of these four cases the judge made a qualifying notation 
to the effect that he felt ambivalent about the decision. There­
fore, there was 87% agreement in the initial judgments that the 
underachievers were ego impaired. There was less certainty on 
Item 55 within the A group. Nineteen judgments indicated no ego 
impairment, while the remaining 11 judgments indicated some ego 
impairment in certain A group subjects. This yields only 63% 
agreement in initial judgments for no ego impairment within the
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A group. It supplements the finding on Item 53 that the judgment 
of ego impairment can be made in the absence of manifest academic 
deficiency. This seems to demonstrate the point that with our 
emphasis on pathology it is often easier to identify relative 
illness than relative health. Those subjects who are not con­
sidered ego impaired in the A group did not manifest significant 
identity diffusion. It is realistic for an adolescent to suffer 
ego impairment and utilize other defenses than academic deficiency. 
Part of this lower percentage may be an artifact, a function of 
the fact that the item called only for a "yes" or "no" statement 
and allowed for no consideration of degree, thus forcing the 
judgment into one category or another.
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SUMMARY AND CONCLUSIONS
Twenty detailed case studies, ten underachievers and 
ten controls, were drawn from a typical high school population 
to test the hypothesis that academic deficiency or 
underachieving in some adolescent males is a function of the 
impairment of the ego structure, specifically identity 
diffusion. Three experienced clinical psychologists were 
asked to make judgments on a rating scale developed for this 
research, either directly, from test scores or based on their 
clinical intuition or both, from each detailed case study 
presented. First the psychologists were given only the verbatim 
individual psychological test protocols and instructed to 
complete the rating scale on the basis of the test data alone.
Then they were given the interviews with the parents and the 
subjects and the group test data on each subject and asked to 
record any changes in their ratings that resulted from being 
able to evaluate the test data in the context of the subject's 
background and history.
The rating scale was based on Erikson's five crisis stages 
of development from infancy through adolescence. Using 
Erikson's linear concept of health to ill-health with items 
derived for each of the crisis stages, the operational 
hypothesis was that the ratings of the underachievers would 
tend toward the ill-health end of the continua and the ratings 
of the controls toward the health end. Ill-health was equated 
with identity diffusion and health with an adequate ego
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identity. The rating scale was made up of seven subscales. 
Subscales I through V related to the crisis stages 1 through 5, 
respectively. Subscales VI and VII were supplementary subscales. 
The data from the 60 rating scales (3 per subject) were consoli­
dated and compared with both the non-parametrie Mann-Whitney U 
Test and the parametric Analysis of Variance,
On the basis of the statistical analysis described above, 
the judges were able to differentiate between the UA and A groups 
with the rating scale at better than the ,001 level of signifi­
cance. The Null hypothesis of no difference between the UA and 
A groups is rejected at the ,001 level of significance. There­
fore, it can be stated with confidence that academic deficiency 
in this group of subjects is associated with ego impairment.
In addition, it is felt that with these results we have 
added support to Erikson's theory as a viable conceptualization 
of the development of the ego. It is also felt that we have 
demonstrated that the clinical model as utilized in this study 
can be a reliable approach to the study of personality.
The educational level achieved by the UA mothers was superior 
to that achieved by the UA fathers in six of the ten cases. This 
difference in educational level did not reach statistical signi­
ficance.
Birth order did not prove a meaningful variable. The premise 
that a male UA will often be followed by a female sibling in the 
birth order was also unsupported.
Mobility of the family and the number of schools attended
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was about equal for both the UA and A groups. This is an unusually 
good population in which to test the impact of these two particular 
variables because all the children in this school (military and 
civilian) come from highly mobile families.
The data regarding comparative experience with parent surro­
gates revealed that UA subjects experienced more parent surrogates, 
particularly before the age of 4, than the A subjects. Most of 
these surrogates were experienced in the total absence of the 
subject's father.
Separations from the mother were mostly of a week's duration, 
usually while the mother was hospitalized for the birth of a 
sibling. The number of separations was about the same for both 
groups (UA 22, A 21), However, the UA subjects experienced 
significantly more separations from their fathers, especially 
before the age of 4, suggesting that the processes of identifica­
tion that occur early in life are perhaps the most crucial to the 
later manifestation of ego impairment.
The overall premise of distortion occurring in the process of 
identification is also given considerable support within the 
rating scale by the judgments on those items that indicate self- 
concept and attitudinal differences among the UA and A group 
parents. These indicate that the UA group parents tend to see 
themselves, as well as each other and the subject, as less adequate 
and less acceptable people. The UA mothers seem to be more 
rejecting and depreciating of their husbands as well as of the UA 
subjects. The UA's identification with his mother is seen as
182
extreme, while his identification with his father is seen as 
limited. These relationships are most certainly exacerbated by 
the greater feeling of rejection the UA father is judged to feel 
toward his son. At best, these factors make the development of 
an appropriate stable ego identity unlikely and the later manifes­
tation of ego impairment and academic deficiency more likely.
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DISCUSSION
Theory and research in child psychology has, until 
recently, tended to neglect the father's role and the effect 
of his needs and behavior on family interactions. True, 
youngsters usually spend much more time with their mothers, 
especially in their first five years and with female teachers 
for many years thereafter. Though the father's role is less 
direct, and apparently more subtle, it is no less significant. 
For example the majority of our subjects who suffered ego 
impairment were "fatherless" for lengthy periods of time in 
the first four years of their lives.
Mothers are most often found in treatment associated with 
their children. This may be an artifact of both a 
theoretical bias and the fact that mothers are more generally 
available during the normal working day to join in treatment 
programs.
It is not denied that mothers may often have unconscious, 
or even conscious needs to limit their son's development of an 
adequate masculine identity. This has been demonstrated in 
this research and by Hall (1966), Grunebaum et al (1962) and 
others, as well. However, what is also demonstrated in this 
and other research is that family members do not function as 
isolated units, but in dynamic interaction with each other.
Parents select mates who meet their respective needs for 
dominance or passivity; for dependence, independence, or
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isolation; for turmoil, pain, or mutual respect. They then 
proceed to develop a kind of balance or family homeostasis based 
on these gratifications —  be they healthy and productive or 
neurotic and limiting. In turn, this homeostasis is defended. 
Couples frequently divorce when treatment is successful and 
mutually neurotic demands are no longer appropriate —  the 
"balance" is upset.
So, too, it seems with children's problems, especially in 
the areas of ego formation and the development of identity. The 
child's "illness," in this case his underachieving symptom, is 
Somehow necessary to maintain the subtle balance of interacting 
needs and forces within his family. The child and his family 
are really ambivalent about treatment and change. Both the 
child and his parents act to protect and perpetuate the particu­
lar circumstances in which certain needs are met.
Parents perpetuate marital and occupational conditions 
about which they constantly complain. They talk of their concern 
for their child's academic deficiency but act to perpetuate the 
condition. For example. Chance (1961) noted that the thirteen 
mothers who did not cooperate in her research on independence 
training and achievement were all mothers of children who were 
considered to be maladjusted. In the course of this research, as 
noted in Chapter IV, the A group parents readily agreed to par­
ticipate, canceled no appointments, and seemed to be actively 
involved in the project. In contrast, the parents of the under­
achievers responded with considerable verbal concern but could
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not seem to keep appointments, readily rationalized their ambiv­
alence, were less spontaneous and more passively defensive in 
their interviews.
This contrast between their ability to realistically concep­
tualize the seriousness of their child's academic deficiency, to 
verbally respond to the offer of help and their behavioral avoid­
ance of that help, was felt to be indicative of their need to 
perpetuate the very condition they said they wanted to change.
This rather $aconsistent evidence that academic deficiency is 
a function of ego impairment, which, in turn, is a function of the 
distorted identification processes of neurotic family interaction, 
means that a more psychodynamic or treatment oriented approach is 
necessary to help these children. Earlier recognition of the 
problem and the development of parental counseling and group 
psychotherapy techniques will have to be developed with which to 
more economically intervene. As more is learned about family 
interaction and ego development, perhaps other procedures can be 
found to modify the growth environment of the child early in his 
school experience.
The Use of Analysis of Variance
One aspect of the methodology adopted in handling the results 
of this research deserves further attention. Both the Mann-Whitney 
U Test and the Analysis of Variance were employed, each having 
advantages and limitations. The use of the Analysis of Variance 
for this kind of rating scale data has a major drawback. The 
mathematical inference in a five-point rating scale, for instance.
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is that each point is separated by an equal Interval. Another 
inference is that the items are equally discriminating. The varia­
tions in the Mann-Whitney derived p values for each scale item, 
which partially account for some of the AOV interactions, demon­
strate that the numerical values and relationships within the 
scale are not cardinal, or in an equal interval relationship. For 
example, the extreme, ill-health end of the continuum is given a 
value of 5. Ill-health on the continuum for "Feelings of 
Inferiority" (Item 31) may be more limiting in a particular per­
sonality than the degree of passiveness implied by a rating of 5 
given to the expression of Initiative (Item 28) in the context of 
another personality.
The Mann-Whitney is obviously more appropriate for these data 
since these inferences are not inherent in the technique. However, 
the AOV has proven quite useful and appropriate across judgments 
and across groups where the influences discussed do not need to 
apply. It has revealed interesting differences among the judges 
which would otherwise not have been noted. In support of the Mann- 
Whitney results, it has reflected the clinical reality that even 
judges with the same theoretical frame of reference respond dif­
ferentially to different items and to the task as a whole -- but 
not So differentially that their perception of variables is not 
similar enough for essential agreement.
Even though a theoretical model may be clear and consistent, 
the conscious and unconscious behavioral manifestations of the 
relationships described in the theory can be quite different
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across subjects. This is one reason why studies devoted to 
objectifying dynamic relationships often do not prove out. It is 
also one reason for research utilizing a clinical model that can 
more flexibly deal with a whole personality as opposed to the sum 
of its parts, regardless of their interaction. Further, the per­
ception of those theoretical factors and manifestations varies 
with the clinician, as reflected in the interactions revealed by 
the Analysis of Variance. Because judges also have personalities, 
some psychological tests are more meaningful than others to them, 
and they are more consistent in some areas of judgment than others. 
Yet, as demonstrated, different clinicians can make similar judg­
ments and reach similar conclusions from the same data. That is, 
they can reliably reach the same goal by slightly different paths 
through the same data. At the present state of our knowledge, 
clinical judgment depends on intuitive, rather subjective skills. 
Judgment across clinicians becomes more consistent and reliable 
when the clinicians have a firm foundation in a theoretical model 
and sufficient experience to bridge theory and reality.
One of the overall contributions of this study is its emphasis 
on the underachiever's personality in the context of the milieu in 
which it develops, as contrasted with the broad emphasis on the 
phenomena of underachieving or the more specific indirect focus on 
the underachiever's father, his mother or on various social factors.
Utilizing a typical clinical model, the study has demonstrated 
a relationship between ego impairment and academic deficiency.
We have shown that ego diffusion among adolescents, as
188
posited by Erikson, is a function of the development of the ego 
in the distorted milieu of neurotic family interaction.
We have added support to the findings reported in both the 
clinical and academic literature that individual personality and 
intra-family variables are significant in the causation of academic 
deficiency.
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SUGGESTIONS FOR FURTHER RESEARCH
1, The distorted family relationships described above warrant 
further systematic study to better understand how intra-family 
behavior develops and maintains the limiting kind of homeostasis 
described above. It seems a self-perpetuating, closed circle 
kind of phenomenon. In order to intervene therapeutically, this 
closed pattern has to be interrupted and more adequate inter­
relationships developed,
2, Exploration of the specific combination of conditions 
within individuals and within families that determine the choice 
of the underachieving symptom is required. This could lead to 
the possibility of predicting which sons of which fathers and 
mothers will most likely manifest ego impaired academic 
deficiency,
3, This study has demonstrated that academic deficiency is 
associated with ego impairment. It has also shown that some 
adolescents can manifest ego impairment without suffering aca­
demic deficiency. Specific comparisons of these two groups 
might yield insight about the nature of symptom choice, referred 
to above,
4, This same clinical model might be usefully applied to academic 
deficiency among female adolescents, both to test the hypothesis 
of identity diffusion in girls and to provide some exploration
of the fact that underachieving seems at least three times more 
prevalent among males than females.
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5. Research should be directed both to early identification of
ego impairment and to the development of compensatory or therapeutic 
techniques that can give sufficient consideration to family dynamics. 
Early identification can also lead to the necessary development of 
programs aimed at prevention.
It would seem that the development of specific group counsel­
ing and group psychotherapy techniques would be most realistic 
here, especially if they could be applied within the structure of 
the school. They do not make the impossible demand of one thera­
pist for each patient.
6. The High School Personality Questionnaire should be administered 
to a very broad sampling of adolescent underachievers and controls 
for the possible development of an underachiever profile that 
might be used as a screening tool.
7. Research should be directed at differentiating early reading 
disabilities from the initial manifestations of the ego impairment/ 
academic deficiency syndrome. Efforts could then be directed at 
the personality problem and a great deal of nonproductive tutorial 
time saved.
8. The relevance of the underachieving symptom as an early indica­
tion of later psychopathology has become increasingly apparent.
More specific parameters of this diagnostic and prognostic "sign" 
need to be defined. A closer working relationship between research 
in preventive psychiatry and remedial education must be established.
191
192
REFERENCES
193
REFERENCES
Ackerman, N, W. 1958. The psychodynamics of family life, New 
York; Basic Books. Pp. 68-79,
Alcock, T, 1963, The Rorschach in practice, London: Tavistock,
American Psychological Association, Council of Editors, 1957, 
Publication manual of the American Psychological 
Association, Washington, D, C ,: APA,
American Psychological Association, Council of Editors, 1967, 
Publication manual of the American Psychological 
Association, Washington, D, C ,: APA,
Anastasi. A, 1954, Psychological testing. New York: Macmillan,
Anderson, N, H, 1961, Scales and statistics; Parametric and 
non-parametric. Psychol, Bull,, 58:305-316,
Angelino, H,, & Hall, R, L, 1960, Temperament factors in high
and low achieving high school seniors. Psycholog, Rep., 
7:518,
Beliak, L, 1962, The TAT and CAT in clinical use. New York:
Grune & Stratton,
Bentzen, F, 1963, Sex ratios in learning and behavior disorders. 
Amer, J, Qrthopsychiat., 33:92-98,
Blanchard, p, 1944, Adolescent experience in relation to person­
ality and behavior. In J, McV, Hunt (Ed,), Personality 
and the behavior disorders. Vol. 2, New York: Ronald,
Pp. 691-713,
Block, J,, & Thomas, H, 1955, Is satisfaction with self a measure 
of adjustment? J, Abnorm, Soc, Psychol., 51:254-259,
Bios, p, 1941, The adolescent personality. New York: Appleton-
Century-Crofts,
-------  1962, On adolescence; A psychoanalytic interpretation.
New York: Free press,
Boris low, B. 1962, Self-evaluation and academic achievement, J, 
Counsel, Psychol,, 8:140-144,
Bronson, G, W, 1959, Identity diffusion in late adolescents, J. 
Abnorm, Soc, Psychol,, 59:414-417,
194
Bruck, M., & Bodwin, R, F. 1962, The relationship between self- 
concept and the presence and absence of scholastic 
underachievement, J. Clin, Psychol,, 18:181-182.
Butler, J, M,, & Haigh, G, V. 1954, Changes in the relation 
between self-concepts and ideal concepts consequent 
upon client-centered counseling. In Rogers & Dymond, 
psychotherapy and personality change, Chicago: Univ.
of Chicago Press, Pp. 416-417,
Buxbaum, E, 1964, The parents' role in the etiology of learning 
disabilities. In Psychoanalytic study of the child. 
Vol. XIX. New York: Int. Univ. Press, Pp. 421-447,
Carter, H, D, 1961. Overachievers and underachievers in
junior high school, Calif, J, Educ, Res,, 12:51-56,
Cattell, R, B., & Beloff, H, 1962, Handbook for the Junior 
Senior High School Personality Questionnaire ("The 
HSPQ"), Forms A and B, Champaign, 111,: Institute
for Personality and Ability Testing,
Chance, J, E, 1961, Independence training and first graders' 
achievement, J, Consult, Psychol., 25:149-154,
Cohen, T, B, 1963, Prediction of underachievement in kinder­
garten children. Arch, Gen, psychiat,, 9:444-450,
Coleman, J. C, 1962, Learning method as a relevant subject 
variable in learning disorders. Percept, Mot,
Skills, 14:263-269,
Coleman, J, C ,, & Rasof, B, 1963. Intellectual factors in
learning disorders. Percept, Mot, Skills, 16:139-152.
Dale, R, R,, & Griffith, S, 1965, Down stream: Failure in the
grammar school. London: Routledge & Kegan Paul,
Davids, A, 1966, Psychological characteristics of high school
male and female potential scientists in comparison with 
academic under achievers. Psychol, in the Schools, 
31:79-87.
Davids, A,, & Hainsworth, P. K, 1967. Maternal attitudes about 
family life and child rearing as avowed by mothers and 
perceived by their underachieving and high achieving 
sons. J, Consult. Psychol., 31:29-37,
de Hirsch, K, 1963. Two categories of learning difficulties in 
adolescents. Amer, J, Qrthopsychiat., 33:87-91.
195
De Sena, P. A. 1964, Comparison of consistent over-, under-,
and normal-achieving college students on a MMPI special 
scale. Psychol., 1:8-12.
Dixon, W. J., & Massey, F. J. 1957. Introduction to statistical 
analysis. New York: McGraw-Hill.
Duff, L. 0., & Siegel, L. 1960. Biographical factors associated 
with academic over and under achievement. J. of Educ. 
psych., 51:43-46.
Easton, J. 1959. Some personality traits of underachieving and 
achieving high school students of superior ability.
Bull, of Maritime Psychol. Ass., 8:34-39.
Edgington, E. S. 1964. A normative approach to measurement of 
under-achievement. J. Exp. Educ., 33:197-200.
Erikson, E. H. 1945. Childhood and tradition in two American
Indian tribes. In Psychoanalytic study of the child.
Vol. I. New York; Internat. Univ. Press. Pp. 319-350.
-------------- 1950. Childhood and society. New York; Norton.
(paperback edition; 1965. London; Penguin Books.)
-------------- 1951. Sex differences in the play configurations
of preadolescents. Amer, J. Qrthopsychiat., 21:667-692,
-------------- 1954a, The dream specimen of psychoanalysis, J,
Amer. Psychoanal. Ass,, 2:5-56,
--------------  1954b, Problems of infancy and early childhood.
In Murphy & Bachrach (Eds,), Outline of abnormal 
psychology. New York: Modern Library, Pp, 3-36,
-------------- 1954c, Wholeness and totality. In C, J, Friedrich
(Ed,), Totalitarianism, Cambridge: Harvard Univ. Press,
  ---------- 1956, The problem of ego identity, J, Amer.
Psychoanal, Ass,, 4:56-121.
1958a. The psychosocial development of children.
In Tanner & Inhelder (Eds,), Discussions on child 
development, Vol. Ill, New York: Int. Univ. Press.
Pp, 169-188.
--------------  1958b, The syndrome of identity diffusion in
adolescents and young adults. In Tanner & Inhelder 
(Eds.), Discussions on child development. Vol. III.
New York: Int. Univ. Press, Pp, 133-154,
196
-------------- 1959. Identity and the life cycle, selected
papers. Psycholog. Issues. 1 (1), Whole No. 1.
 ------------- I960. Identity and the uprootedness of our time.
In Uprooting and resettlement. Bull, of the World 
Federation for Mental Health. London: World Federa­
tion for Mental Health. Pp. 44-57.
-------------- 1964a. Insight and responsibility. New York:
Norton,
-------------- 1964b. A memorandum on identity and Negro youth,
J, Soc, Issues, 20:29-42,
Farquhar, W. W,, & Payne, D, A, 1964, A classification and com­
parison of techniques used in selecting under- and over­
achievers, Personnel Guid, J .. 42:874-884.
Fenichel, 0, 1945, The psychoanalytic theory of neurosis. New 
York: Norton,
Fink, M, B. 1962a, Objectification of data used in underachieve­
ment self-concept study, Calif, J, Educ, Res., 13:105- 
112.
------ — -- 1962b, Self-concept as it relates to academic under­
achievement, Calif, J. Educ, Res,. 13:57-62.
 — - 1963, Cross validation of an underachievement scale,
Calif. J, Educ, Res., 14:147-152.
Fisher, R, A, 1941. Statistical methods for research workers. 
London: Oliver and Boyd. Pp, 97-99,
Frankel, E. I960, A comparative study of achieving and under­
achieving high school boys of high intellectual ability, 
J . Educ, Res., 53:177-180,
1964. Characteristics of working and nonworking 
mothers among intellectually gifted high and low 
achievers, personnel Guid, J ., 42:776-780,
Freud, A, 1949, Aggression in relation to emotional development : 
Normal and pathological. In Psychoanalytic study of 
the child. Vol. Ill/IV, New York: Int. Univ. Press,
Pp, 37-43,
- 1958, Adolescence, In Psychoanalytic study of the
chi Id, Vol. XIII. New York: Int. Univ. Press,
Pp. 255-278,
197
Friedenberg, E. Z. 1966, Childhood, society and Erik Erikson, 
Reflections, Vol, 1 (3), Pp, 49-60,
Gill, L, J,, & Spilka, B, 1962, Some nonintellectual correlates
of academic achievement among Mexlcan-American secondary 
school students, J. Educ. Psychol., 53:144-149.
Gowan, J, C, 1957, Dynamics of the underachievement of gifted 
students. Except. Children, 24:98-101,
------------ 1960, Factors of achievement in high school and
college. J. of Counsel. Psych., 7:91-95,
Gruen, W, 1960, The rejection of false information about oneself 
as an indication of ego identity, J, Consult, Psychol., 
24:231-233,
Grunebaum, M, G, , Hurwitz, I,, Prentice, N, M., & Sperry, B, M,
1962. Fathers of sons with primary neurotic learning 
inhibitions. Amer, J, Qrthopsychiat.. 32:462-473,
Hall, C. S., & Lindsey, G, 1957, Theories of personality. New 
York: Wiley.
Hall, M, D, 1966, Family relationships of latency-age boys with 
emotionally-based learning inhibitions. In J, Helmuth 
(Ed,), Learning disorders, Vol, 2, Seattle, Washington: 
Special Child Publications, Pp. 175-191.
Harris, I, D, 1966, Emotional blocks to learning, London:
C o1lier-Macmi1Ian,
Hartmann, H. 1958, Ego psychology and the problem of adaptation. 
New York: Int. Univ. Press,
Heilbrun, A, B, 1965, Sex differences in identification learning, 
J, Gen Psychol,, 106:185-193.
Hess, R, D,, ÔC Hink, D, L, 1959, A comparison of forced versus 
free Q~sort procedure, J, Educ. Res,, 53:83-90.
Hlnsie, L, E., & Schatzky, J, 1953, Psychiatric dictionary. New 
York: Oxford Univ. Press,
Holt, R, R. 1960, Recent developments in psychoanalytic ego
psychology and their implications for diagnostic testing, 
J, Proj. Tech., 24:254-266,
Hutt, M, L,,& Briskin, G. J. I960, The clinical use of the
revised Bender-Gestalt test, London: Grune & Stratton,
198
Impellizzeri, I. H., Bari, D ., & Cooney, T. E, 1965, An inven­
tory of 4875 high-ability secondary school students in 
New York City, In M, Kornrich, Underachievement, 
Springfield, 111,; Charles C, Thomas, Pp. 138-173,
Inkeles, A., & Levinson, D, J, 1956, National character: The study
of modal personality and sociocultural systems. In 
Gardner Linzey (Ed,), Handbook of social psychology, 
Cambridge, Mass,: Addison-Wesley, Pp, 977-1020,
Jacobson, E, 1964, The self and the object world. New York:
Int, Univ, Press,
Jastak, J,,& Bijou, S, 1946, Wide range achievement test. New 
York: Psychological Corp,
Jersild, A, T . 1961, The psychology of adolescence. New York:
Macmillan,
Kagan, J, 1958, The concept of identification, Psychol, Rev., 
65:296-305,
--------  1961, Child's symbolic conceptualization of parents.
Child Developm., 32:625-636,
Kagan, J,,& Moss, H, A, 1959, Stability and validity of achieve­
ment fantasy. J, Abn, & Soc. Psychol,, 58:357-364,
Keogh, J,,& Benson, D, 1964, Motor characteristics of under­
achieving boys, J . Educ, Res,, 57:339-344,
Kimball, B. 1952, Sentence completion technique in a study of
scholastic achievement, J, Consult, Psychol,, 16:353- 
358,
 --------- 1953, Case studies in educational failure during
adolescence. Amer, J, Qrthopsychiat., 23:406-415.
Klein, M, 1945. A contribution to a theory of intellectual
inhibition. In Contributions to psychoanalysis, 1921- 
45, London: Hogarth,
Klopfer, B,,6c Kelley, D, M, 1946, The Rorschach technique. New 
York: World Book,
Kornhauser, A, 1965, Mental health of the industrial worker.
New York: Wiley,
Kornrich, M, (Ed.) 1965, Underachievement. Springfield, 111,:
Charles C, Thomas,
199
Kowitz, G. T. 1965, An analysis of underachievement. In M,
Kornrich (Ed,), Underachievement, Springfield, 111,: 
Charles C, Thomas, Pp. 474-479.
Levy, N. M., & Cuddy, J, M, 1956, Concept learning in the edu­
cationally retarded child of normal intelligence, J, 
Consult, Psychol,. 20:445-448,
Lindquist, E, F, 1942, A first course in statistics, Boston: 
Houghton Mifflin,
---------------- 1956, Design and analysis of experiments in
psychology and education. Boston: Houghton Mifflin,
Liss, E, 1950. The dynamics of learning. Quart. J. Child 
Behavior, 2:140-148,
Lloyd, R, G, 1956, The relationship between academic achievement 
of pupils and the social structure of the classroom.
Rural Sociology, 21:179-180,
Lynd, H, M, 1958, On shame and the search for identity. New 
York: Hare ourt, Brace,
MeBee, G „ & Duke, R. L, i960. Relationship between intelligence,
scholastic motivation and academic achievement, Psychol, 
Rep,, 6:3-8,
McClelland, D, C ,, Atkinson, J, W., Clark, R, A,, & Lowell, E, L, 
1953, The achievement motive. New York: Appleton-
Century-Crofts.
McKenzie, J, D, 1964, The dynamics of deviant achievement. 
Personnel Guid,, J ,, 42:683-686,
McQuary, J, P,,& Truax, W, E, 1955, An under-achievement scale,
J , Educ . Res,, 48:393-399,
Maier, H, W. 1965. Three theories of child development: Erikson,
Piaget, Sears. New York: Harper Row,
Martin, J, G,,& Davidson, J, 1964, Recall of completed and inter­
rupted tasks by achievers and underachievers, J. Educ.
Psychol., 55:314-316.
Menninger, K. A. 1952. A manual for psychiatric case study. New 
York: Grune & Stratton,
Mid-Century Conference on Children and Youth, 1951, Washington,
D, C,: Health Publications Institute,
200
Middleton, G, J,, & Guthrie, G» M, 1959. Personality syndromes
and academic achievement. J. Educ. Psychol.. 50:66-69.
Miller, D. 1944. Growth to freedom. London: Tavistock,
---------- 1965. Personal interviews at Tavistock Clinic, London.
February 1965.
Morrow, W, R., & Wilson, R, R, 1961. Family relations of bright 
high achieving and under-achieving high school boys. 
Child Developm.. 32:501-510.
Murphy, G . 1947. Personality; A biosocial approach to origin 
and structure. New York: Harper.
Murray, H. A, 1938, Explorations in personality. New York:
Oxford Univ. Press.
Narayana, R, S. 1964. A study of the sense of responsibility and 
its relation to academic achievement. Psychol. Stud., 
9:109-118.
Payne, David A. 1962. The concurrent and predictive validity of 
an objective measure of academic self-concept. Educ. 
Psychol. Measmt., 22:773-780.
Pearson, G . H. J. 1952. A survey of learning difficulties in
children. In Psychoanalytic study of the child. Vol. 
VII, New York: Int. Univ. Press. Pp. 322-386.
-----------------  1954. Psychoanalysis and the education of the
child. New York: Norton.
Pierce, J, V, 1961. personality and achievement among able high 
school boys. J. Indiv. Psychol., 17:102-107.
Pierce, J, V., & Bowman, P. H. 1960. Motivation patterns of
superior high school students. In The gifted student. 
Washington, D, C .: Cooperative Res. Monograph,No. 2,
U, S, Dept, of Health, Education and Welfare.
Rabinovitch, R. D, 1959. Reading and learning disabilities. In 
Arieti, American handbook of psychiatry. Vol. I. New 
York: Basic Books. Pp. 857-869.
Rapaport, D., Gill, M., & Schafer, R. 1946. Diagnostic psychologi­
cal testing. Vol. 1. Chicago: Yearbook.
Rasmussen, J, E. 1964. Relation of ego identity to psychosocial 
effectiveness. Psychol. Rep., 15:815-825.
201
Reitman, W, R, 1961, Need achievement, fear of failure, and
selective recall. J. Abnorm. Soc. Psychol.. 62:142- 
144,
Robey, D, L., & Cody, J, J, 1966, A differential diagnosis of 
low- and average-academic ninth grade male students.
J. Exp, Educ., 34:38-43,
Rogers, C . R. 1951. C lient-centered therapy. Boston: Houghton-
Mifflin.
Rogers, C . R., & Dymond, R. F, 1954, Psychotherapy and personality 
change. Chicago: Univ. of Chicago Press.
Rohrer, J. H., & Munro, S. E, (Eds.) 1960. The eighth generation: 
Cultures and personalities of New Orleans Negroes. New 
York: Harper & Bros.
Rosen, B. C. 1959. Race, ethnicity and the achievement syndrome. 
Amer. Sociol. Rev.. 24:47-60.
Rosen, B. C ., & D'Andrade, R. 1959. The psychosocial origins of 
achievement motivation. Sociometry. 22:185-218.
Roth, R. M., & Myersberg, H. A, 1963. The non-achievement syndrome. 
Personnel Guid. J .. 41:535-540.
Rowland, N. K., & Smith, J, L. 1966. Toward a more accurate
prediction of achievement. Elem. Sch. J .. 67:104-107.
Rubenstein, B. 0., Falich, M. L., & Levitt, M. 1959. Learning
impotence: A suggested diagnostic category. Amer. J .
Qrthopsychiat., 29:315-323.
Sampson, E. E, 1962. Birth order, need achievement and conformity. 
J. Abnorm. Soc. Psychol.. 64:155-159.
Sandefur, J. T., & Bigge, J, 1966. An investigation of the rela­
tionship between recognized problems of adolescents 
and school achievement, J . Educ. Res,, 59:473-474.
Schafer, R. 1948. The clinical application of psychological tests. 
New York: Int. Univ. Press.
Schoonover, S. M. 1959. The relationship of intelligence and 
achievement to birth order, sex of sibling and age 
interval. J. Educ. Psychol., 50:143-146.
Schwitzgebel, R. 1965, Underachievement: A common fallacy. In
M. Kornrich (Ed.), Underachievement. Springfield, 111.: 
Charles C. Thomas, Pp. 481-484.
202
Semler, I, J, 1960, Relationships among several measures of 
pupil adjustment, J. Educ. Psychol.. 51:60-64.
Shaw, M. C, 1961, Need achievement scales as predictors of 
academic success. J, Educ. Psychol,. 52:282-285.
Shaw, M. C ., & Alves, G. J, 1963. The self-concept of bright 
academic underachievers: II. Personnel Guid. J.,
42:401-403.
Shaw, M. C ., & Brown, D. J, 1957. Scholastic underachievement of
bright college students. Personnel Guid. J .. 36:195-199.
Shaw, M. C ., & Dutton, B, E, 1962. The use of the Parent Attitude 
Research Inventory with the parents of bright academic 
underachievers, J. Educ. Psychol., 53:203-208.
Shaw, M. C ., Edson, & Bell. I960, The self concept of bright
underachieving high school students as revealed by an 
adjective check list, personnel Guid. J ., 39:193-196.
Shaw, M. C ., & McCuen, J. T. I960, The onset of academic under­
achievement in bright children. J. Educ. Psychol., 
51:103-109.
Shaw, M. C ., & White, D. L. 1965. The relationship between child- 
parent identification and academic underachievement.
J. Clin. Psychol., 21:10-13.
Siegel, S. 1956. Non-parametric statistics. New York: McGraw-
Hill.
Smith, G. M. 1958. Six measures of self-concept discrepancy and 
instability: Their interrelations, reliability, and
relations to other personality measures, J. Consult. 
Psychol., 22:101-112.
Snider, J. G., & Linton, T. E. 1964. The predictive value of the 
California Psychological Inventory in discriminating 
between the personality pattern of high school achievers 
and underachievers, Ontario J. Educ. Res., 6:107-115.
Sperry, B., Staver, N., Reiner, B. S., & Ulrich, D. 1958. Renun­
ciation and denial in learning difficulties. Amer, J . 
Qrthopsychiat., 28:98-111.
Spivak, G., Levine, M., & Sprigle, H. 1959. Intelligence test 
performance and the delay of function of the ego. J. 
Consult. Psychol,, 23:428-431.
Stagner, R. 1961. Psychology of personality. New York: McGraw-
Hill.
203
Stone, D, R.,& Ganung, G, R, 1956, A study of scholastic achieve­
ment related to personality as measured by the MMPI.
J » Educ . Res ., 50:155-156.
Stroud, J. B., Bloomers, p., & Lauber, M. 1957. Correlation 
analysis of WISC and achievement tests. J. Educ.
Psychol., 48:18-26.
Strupp, H. H. 1955. Psychotherapeutic technique, professional
affiliation and experience level. J. Consult, Psychol., 
19:97-102.
Tabachnick, N. 1965. Three psycho-analytic views of identity.
Int. J. Psycho-Anal., 46:467-473,
Teigland, J. J,, Winkler, Hunger, P. F., & Kranzler, G . D. 1966.
Some concomitants of underachievement at the elementary 
school level. Personne1 Guid. J ., 44:950-955.
Thorndike, R. L. 1963. The concepts of over- and underachievement. 
New York: Bureau of Publications, Teachers College,
Columbia University.
Todd, F, J., Terrell, G., & Frank, C. E. 1962. Differences between 
normal and underachievers of superior ability. J. App. 
Psych.. 46:183-190.
Turabian, K. 1955. A manual for writers of term papers, theses 
and dissertations. Chicago: Univ. Chicago Press.
Van de Riet, H. 1964. Effects of praise and reproof on paired- 
associate learning in educationally retarded children.
J. Educ., 55:139-143.
Wallach, M. A., Ulrich, D. N., & Grunebaum, M. G, 1960. Relation­
ship of family disturbance to cognitive difficulties in 
a learning problem child. J. Consult, Psychol., 24:355- 
360.
Wechsler, D. 1949. Manual, Wechsler Intelligence Scale for 
Children. New York: psychological Corp.
Wells, H. M,, & Bell, D. M. 1962. Binocular perceptual discrimina­
tions of authority and peer group figures among over, 
under and equal achievers, J. Psychol., 54:113-120.
Wheelis, A. B. 1958. The quest for identity. New York: Norton.
White, R, W. 1963. Ego and reality in psychoanalytic theory. 
Psychological Issues, 3 (3), Whole No, 11.
204
Wilcoxon, F,, Katti, S, K., & Wilcox, R. A. 1963. Critical values 
and probability levels for the Wilcoxon Rank Sum Test 
and the Wilcoxon Signed Rank Test. Pearl River, New 
York: American Cyanamid Co.
Willingham, W. W, 1964. The interpretation of relative achieve­
ment, Amer. Educ. Res. J ., 1:101-112.
Wilson, N. R., Soderquist, R,, Zerake, R. L., & Swenson, W. M. 1967. 
Underachievement in college men: Evaluation of the 
psychodynamics. Psychiatry, 30:180-186.
Wilson, R. C ., & Morrow, W. R. 1962. School and career adjustment 
of bright high-achieving and underachieving high school 
boys. J. Genet. Psychol., 101:91-103.
205
APPENDIX A
Page
The Rating Scale 206
Sentence Completion Form 215
Interview Outlines 217
1. Interview I with Mother Regarding Subject 217
2. Interview II with Mother Regarding Herself 221
3. Interview III with Father Regarding Himself 221
4. Interview IV, Interview with Subject 223
Vitae of Clinical Judges 226
Judge A 226
Judge B 227
Judge C 228
206
THE RATING SCALE
From the case material presented, please Judge the degree 
you feel the subject experiences and/or manifests the 
feelings, defenses or conflicts represented in uhe questions 
and items listed below.
please mark the check list twice.
First, read only the Individual Psychologicals, from the 
Wechsler through the Rorschach, and mark the check list in 
BLUE for each of the 20 cases.
Second, read the History and Background and the Psychologicals 
and mark the chec; list again in RED, so that it will be clear 
what changes are made when the material is seen in the context 
of the history and background.
Please feel free to add any qualifying remarks to any item.
please add any comments, impressions, etc. about the case that 
you care to at the end of this check list, particularly if 
there are salient features that you wish to call attention to 
or to emphasize
To help clarify the items, they are grouped under the Erikson 
crisis stage and derivatives to which they relate. Feel free 
to refer to the summary "Erikson's Crisis Stages and Their 
Derivations," which is included with the case material.
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I Trust vs Mistrust
Time Perspective vs Time Diffusion
1. Ability to control or delay impulses.
Very good Good Adequate Poor
2. Ability to organize and plan ahead.
Very good ____ ____
3. Feelings about the future.
Appropriate and 
realistic
4. Security - in relations with other people.
Adequate, 
appropriate, 
comfortable
5. Trust in authority figures.
Appropriate, 
healthy
Very poor
Very poor
Avoided or 
unrealistic
Insecure, 
threatened
Limited, 
unhealthy
6. Tendency toward rather omnipotent controlling fantasy. 
None       Gross
7. Impaired capacity to relate to others (object cathexis) - 
resulting in a social and emotional isolation.
No impairment Marked
impairment
II Autonomy vs Shame and Doubt
Self certainty vs Identity consciousness
8. Self-consciousness.
Realistic, 
acceptable
Limiting
208
9. Decisiveness - certainty.
Decisive and 
certain
10. Dependency needs.
Adequately 
resolved, 
independent
11. Fear of failure.
Appropriate, 
realistic, 
motivating
12. Super-ego.
Effectively
incorporated
Indécis ive, 
unsure
Dependent
Limiting
Demanding,
primitive
III Initiative vs Guilt
Role experimentation vs Negative identity
13. Curiosity (re roles and expectancies).
Healthy, free ____     Constricted
14. Drive - energy.
Directed toward 
present and 
future goals.
15. Sense of responsibility. (Answer a or b)
a. Realistic ____ ____
b. Realistic
16. Ambition.
Definitive, 
realistic
Limited to 
present goals
Over-responsible, 
guilt motivated
Irrespons ible
Vague, passive, 
unrealistic
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17. Oedipal fantasy.
Well resolved ____  ____  ____  Unresolved,
binding
18. Selection of a negative identity.
None ____  ____  ____  Gross
19. Attitude toward roles considered proper and desirable by
others. (Answer a or b)
a. Acceptable ____ ____  ____  Rejected
b. Acceptable ____ ____  ____  Overconcerned
20. Feelings regarding the expectancies of others. (Answer 
a or b)
a. Acceptable ____ ____  ____  Expect too
little, failure
b. Acceptable ____ ____  ____  Expect too much
21. Feelings regarding subject's own expectancies (ego ideal). 
Realistic ____  ____  Omnipotence and
immobility
22, Aggression. (Answer a or b)
a. Adequate______ ____  ____  ____  Poor controls
controls
b. Adequate______ ____  ____  ____  Overcontrol
controls
23. Aggression toward father figure.
Felt :
None ____  ____  ____  Very much
Expressed ;
None ____  ____  ____  Very much
24. Aggression toward mother figure.
Felt :
None ____  ____  Very much
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III - continued
Expressed : 
None Very much
25. Aggression displaced - aimed at parent surrogates.
Very little
26. Aggression repressed - aimed inward. 
Very little ____ ____
27. Aggression aimed at appropriate objects. 
Very little___________ ____ ____
IV Industry vs Inferiority
Anticipation vs Work paralysis
28. Initiative.
Healthy
expression
29. Competition. 
Stimulating
30. Anticipation of achievement (work).
Source of pleasure 
and recognition
31. Feelings of inferiority. 
Not significant ____
Very much
Very much
Very much
Very passive
Threatening
Source of threat 
and anxiety
Severe
32. Passive resistance to direction from authority or 
parental figures.
Not significant
33. Expression of fantasy. (Answer a or b)
a. Free ____ ____ ___
b. Free ____ ___
Severe
Constricted 
Fantasy dominated
211
IV - continued
34. Need to complete tasks. (Answer a or b)
a. Appropriate ____ ____
b. Appropriate ____ ____
Cannot allow 
completion
Obsessively 
concerned
V Identity vs Identity Diffusion
Solidarity vs Social isolation
35. Self-confident, autonomous, accepts own individuality.
Very well ____ ____
36. Body image.
Secure, minimum ____ ____
threat
37. Self concept (intra-personally). 
Accepted ____ ____
33. Self concept (social).
Similar, acceptable, 
appropriate
39. Sexual identity.
Acceptable, sexual^ 
identity
40. Intimacy.
Can handle
mutuality, no threat 
of fusion
41. Homosexual threat or anxiety.
None
Very little
Threatening, 
anxiety inducing
Depreciated
Different
Bisexual diffusion
Threat of diffusion, 
loss of identity
Considerable
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V - continued
42. Castration anxiety.
None ____ ____ ____ Considerable
43. How well does subject utilize his intellectual resources? 
Very well     _____ Very poorly
44. Fantasy life.
Rich ____ ____ ____ Impoverished
45. Creative freedom - can utilize or apply fantasy resources. 
Highly creative ____ ____ ____ Work paralysis
46. Flexibility of thought processes. (Answer a or b)
a. None       Rigid, limited
b. None ____ ____ ____ Too flexible,
diffuse
47. Subject’s identification with his mother. (Answer a or b)
a. Appropriate ____  ____ ____ Rejects
b. Appropriate ____  ____ ____ Extreme
48. Subject's identification with his father. (Answer a or b)
a. Appropriate ____  ____ ____ Rejects
b. Appropriate ____  ____ ____ Extreme
49. Subject's identification with his peers. (Answer a or b)
a. Appropriate ____  ____ ____ Rejects
b. Appropriate ____  ____ ____ Extreme
50. Subject presents an overall identity that is
Solid_________________ ____ ____ Diffuse
51. Identification is essentially
Masculine ____ Feminine
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V - continued
52. Would you judge this adolescent an achiever 
underachiever
or
53. Ego-impaired, but not manifest in academic underachieving 
Yes No
54. Ego-impaired, manifest in academic underachieving, Yes 
No
55. Not ego-impaired
From History and Background material; 
56. Mother sees the subject as
Much like her 
husband
57. Mother's feeling about her own femininity,
Accepts ____ ____ ____
53. Mother's attitude toward subject.
Accepting,
supportive
59. Mother's feeling about her own adequacy.
Adequate
comfortable
60. Mother's feelings toward her husband.
Accepting,
supportive
61. Father sees the subject as 
Much like himself
Much like 
herself
Rejects
Rejecting, 
depreciating
Inferior,
depreciating
Rejecting,
depreciating
Much like 
his wife
62. Father's attitude toward subject
Accepting,
supportive
Rejecting,
depreciating
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From History and Background material - continued
63. Father's feeling about his own adequacy.
Adequate______________ ____ ____ Inferior
comfortable depreciating
64. Father's feeling toward his wife.
Accepting, ____ ____ ____ Rejecting,
supportive depreciating
COMMENTS :
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SENTENCE COMPLETION FORM
name___________________________   date__
1. I feel that niy father seldom
2. When the odds are against me
3. I always wanted to
4. If I were in charge
5. To me the future looks
6. His father
7. Roger would have done anything to forget the time he 
8 . VJhen I was a child
9. My idea of a perfect woman
10. I'Jhen I see a man and a woman together
11. Compared with most families, mine
12. My mother
13. When he saw his father coming he
14. If anyone should stand in Tom's way he would
15. I believe that I have the ability to
16. I could be perfectly happy if
17. George was sorry after he
18. I look forward to
19. In school, my teachers
20. I don't like people who
21. When Jack became angry he
22. I think most girls
23. My feelings about married life
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24. Ky family treats me like
25. My mother and I
26. My greatest mistake
27. I wish my father
28. Some day I
29. The people I like best
30. If anyone bothers Carl he
31. I believe most women
32. Most families I know
33. I like working with people who
34. I think that most mothers
35. I feel that my father is
36. When luck turns against me
37. What I want most out of life
38. When I am older
39. People whom I consider my superiors
40. When I'm not around, my friends
41. lyfy most vivid childhood memory
42. What I like least about some women
43. When I was a child my family
44. I like my mother but
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INTERVIEW OUTLINES 
INTRODUCTION AND INTERVIEW I 
Interview with Mother re Subject 
1 Introduction
A Identifying Data
1 Name
2 Code
3 Date of birth
B Impression of Subject 
C Family Structure
1 Parents
a Father
(1) Age
(2) Education
(3) Occupation
(4) Sibship 
b Mother
(1) Age
(2) Education
(3) Occupation
(4) Sibship
2 Marriage
3 Sibship
4 Parent Surrogates
II Developmental History (Interview I) (with Mother re Subject) 
A Date and Place of Birth 
B Pregnancy
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1 Number of pregnancy
2 Physical course of pregnancy
3 Attitude toward pregnancy
a Specifically with subject and versus that of sibs
b Fantasies re child during pregnancy. Sex desired,
4 Separations during pregnancy
5 Delivery
a Labor and delivery problems 
b Injury to mother or subject 
C Development
1 Feeding
a Weaned, how and when 
b Eating habits
(1) Early
(2) Present
2 Motor development 
a Sit
b Crawl 
c Walk 
d Talk
3 Toilet training 
a Age
b Method 
c Attitude
4 Illnesses and operations
a Include phobias, speech problems, etc.
219
b Previous psychological evaluation
5 Sleeping arrangements
6 Personal habits 
D Schooling
1 Nursery/Kindergarten
2 Number of schools
3 Difficulties/Failures
4 Performance record
5 Age and grade at onset of problem 
E Separations
1 Father from subject. Length and reason
2 Mother from subject. Length and reason
3 Subject from family 
F Sibling relationships 
G Socialization
1 Play activities with sibs and peers. Play with younger, 
older or same age youngsters
2 Give and take - need to dominate - feelings about winning or
losing
3 Organizations - group activities - Scouting, Little League, 
Church, etc,
III Family Relationships
A Identification/Relationship
1 With Mother
2 With Father
B Family cohesiveness
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1 Close knit?
2 Activities as a group
3 Religion and religiosity
C Responsibilities and privileges 
D Discipline and punishment
1 For behavior vs learning
2 How, who, frequency 
IV Hopes and Plans
A Educational/vocational goals 
B Reality
1 In terms of subject's potential
2 In terms of realistic family planning - savings, insurance, 
etc.
221
INTERVIEW II - Mother 
INTERVIEW III - Father
I Identifying Data 
A Name 
Code 
Age
B Impression 
II Background
A place of birth, sibship, etc,
B Parents
1 Description (including occupational and educational level) 
a Father
b Mother
2 parent surrogates
3 Home/parents' marriage 
C Relations with siblings
D Religion 
E Mobility of family 
F Schooling
1 Leve1
2 Feelings about school, relations with peers and teachers 
a To high school
b College
3. Extracurricular activities 
G Service or occupational history 
H Marital history
222
1 Length of courtship
2 Feelings of both families
3 previous engagements 
I Relevant medical history
III Present Status
A Feelings about self, job and personal goals 
B Feelings about the marriage 
IV Identification - View of subject's identification with one parent 
or the other 
V Learning and education 
A Generally
B Feelings regarding this school and subject's education
1 Responsibility of school
2 Responsibility of parents
3 Responsibility of subject
C What assistance is offered to subject 
D Hopes and plans
1 Educational/vocational goals
2 Reality
a Subject's potential
b Realistic planning, savings, insurance, etc,
E Comparison of subject's and parents' educational history
1 Level reached and goals
2 Feelings re opposite sex parent's education
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INTERVIEW IV - Subject 
I Identifying Data 
A Name 
Code
Date of birth 
B Impression 
II Family
A parents
1 Description of and feelings about each parent
2 Which parent do you feel you are most like? Want to be 
most like?
3 How do they feel about you?
4 What do they seem to expect from you?
5 Discipline; 
a What for?
b How and how often?
6 Knowledge of and feelings about father's job 
B Sibs
1 Describe
2 Feelings about 
III Self
A Self description
1 Likes, dislikes, hobbies, etc,
2 In relation to classmates
3 In relation to opposite sex: feelings about, interest in 
girls, dating, dancing, etc.
224
4 Ambition
a Personal vs that of parents for subject
IV School
A Feelings about school
1 Teachers
2 Classmates
3 Extracurricular activities 
B Explanation of performance
1 Estimate of ability
2 Reasons for performance 
V Attitude Check List
1, How many students should there be in a class?
2» How should ability of students be judged?
3. How much homework should be given?
4. How should bright kids be treated?
a. By teachers
b. By other kids
5. Do you think the grading system used in this school is
a. Satisfactory
b . Ideal
c . Fair
d. Unfair
6. Should students have a full schedule of spare-time activities? 
Why?
7. Should discipline in school help pupils to learn?
8. Should students be punished for not learning?
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9. If you had a student in your class who would not work, what 
would you do?
a. Talk to him after school
b. Talk to his parents
c ., Expell him
d . Send him to the principal
e. Spank him
10, What do most teachers do?
11, How much should parents concern themselves with children’s 
school work?
12, Everybody with good intelligence should succeed in his school 
work.
a. Agree?
b. Comment
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Judge A
1955
1958
1963
1957-58
1958-59
1959-62
1961-62
1962-63
1963-65 
1963-65 
1963-65 
1965-66
1965-
VITAE OF CLINICAL JUDGES
Degrees 
B.A. McGill University
M.A. New School for Social Research
Ph.D. New York University
Experience 
Beth Israel Hospital
New York University
New York University
Staten Island Mental 
Health Center
Staten Island Mental 
Health Center
Jewish Board of Guardians
Einstein Hospital
Private Practice
Jewish Board of Guardians
Hampstead Clinic
Psychological Testing 
and Therapy
Clinical Assistant
Instructor
Intern
Staff Psychologist
Research Associate 
Research Consultant 
Therapy
Co-director Research in 
Psychological Therapy
Student and Research 
Assistant
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Judge B
1957
1963
1956-57
1957-58
1958-59
1959-60
Degree
A.B. University of
Ph.D. University of
Experience 
University of Illinois
University of Illinois 
University of Illinois
Summer 1959 University of Illinois
University of Illinois
Summer 1960 University of Illinois
1960-61
Fall 1961-62
Veterans Administration 
Hospital, Palo, Alto, 
California
Veterans Administration 
Hospital, Danville, 111.
Spring 1962 University of Illinois
Fall 1962- 
Summer 1963
Fall 1963- 
Summer 1965
Fall 1965 -
University of Colorado 
Medical Center, Denver, 
Colorado
Reiss-Davis Clinic for 
Child Guidance, Los 
Angeles, California
Tavistock Clinic, 
London, England
Illinois
Illinois
Undergraduate Research 
Assistant
Teaching Assistant
Research and Diagnostic 
Assistant
Teaching and Diagnostic 
Assistant
Teaching and Diagnostic 
Assistant
Teaching and Diagnostic 
Assistant
Clinical Intern
Clinical Trainee
Instructor 
Clinical Intern
United States Public 
Health Post-Doctoral 
Fellowship
Senior Psychologist and 
Trainee
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Judge C
1955
1965
1959-60
1960-65
1966
Degree
B.A, Hons. Cambridge
M.A. Cambridge
Experience
Child Guidance Training 
Center, London
Borough of Wembley 
(Middlesex)
Hampstead Clinic, London
Training in 
Educational and 
Clinical Psychology
Educational Psychologist
The Hampstead Child 
Therapy Course
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TABLE Al
WIDE RANGE ACHIEVEMENT TEST SUMMARY
UA and A Groups Means and Standard Deviations for the WRAT Reading,
Spelling and Arithmetic Subtests, All differences are significant
at the .005 level,
WRAT UA A
Subtest Group Group
^ (T ^ c r
Reading 10.97 1.39 13.59 1.27
Spelling 9.78 .31 11.27 .71
Arithmetic 9.68 1.01 11.43 1,40
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TABLE A4
OF UA & A GROUP WISC MEANS
île an WISC IQ ' s , s ub test scores, the cr's. t's, and level of
significance of the clifferences between UA and A group means.
UA Group A Group _t 2
M CT M cr
Fall Scale IQ 116.5 5.47 122.9 6.67 2.23 .05
Verbal Scale IQ 116.5 5.90 125.4 6.26 3.11 .005
Info 14.1 1.81 14.6 1.56 .627 -
Comp 13.2 1.47 15.1 2.81 1.8 -
Arit 11.2 2.00 13.7 2.5 2.35 .05
Si mil 13.8 2.13 15.3 2.19 .926 -
Voca 13.2 1.40 14.3 1.42 1.66 -
Dig Span 10.1 2.74 12.4 2.65 1.811 -
Perform Scale IQ 113.2 8.39 116.2 9.75 .699 -
Pic Comp 12.5 2.16 12.8 2.4 .260 -
Pic Arr 11.3 2.19 11.6 2.06 .299 -
B1 Des 11.7 2.9 11.3 2.41 1.096 -
Obj Ass 10.6 1.8 9.9 1.70 .848 -
Coding 13.4 2.54 13.7 2.83 .236 -
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TABLES A24 TO A29 
SUMMARY OF ANALYSIS OF VARIANCE DATA
These data were derived from the ratings made by the Judges 
on each Subscale, These tables list the source of the variance, 
the degrees of freedom, sums of squares, mean squares and F of 
each comparison. Those comparisons with F's that are significant 
at or beyond the 5% level are marked with one asterisk. Two 
asterisks mark those F's that are significant at or beyond the 
1% level, F's that did not reach significance are not included. 
In order to further clarify the interactions a table of 
means and totals has been included below the Analysis of Variance 
data. This additional table represents the mean ratings by each 
Judge, for each trial for the A and UA Groups, The totals by 
Judge, by groups and across all Judges and groups are also shown.
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